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ABSTRACT 
UP CLOSE AND PERSONAL: LATINO/A IMMIGRANT CHILDREN 
MAKINGSENSE OF IMMIGRATION AND DEVELOPING AGENCY 
 THROUGH CRITICAL MULTICULTURAL LITERATURE AND  
ONLINE DISCUSSIONS IN A THIRD GRADE CLASSROOM 
by  
Eliza G. Allen 
 
This multiple case study explores the ways in which Latina/a immigrant children 
make sense of immigration by reading critical multicultural texts and blogging. As U.S. 
immigration policy shifts have created more punitive policies for immigrant adults, these 
changes place both documented and undocumented children in difficult situations. With 
many children born in the U.S. as citizens, these families are identified as "mixed-status" 
families because of the rights and privileges that immigrant children and parents are 
afforded or denied (Capps & Fortuny, 2006). What appears to be missing from the 
research around immigration status and children of immigrants is how literacy, in 
particular digital literacy or blogging can play a role in the understanding of immigration. 
Studies have illustrated that critical literacy discussions often help facilitate Latina/a 
immigrant youth's understandings of the multiple communities and larger social 
spaces and their identities. Moreover, blogging also gives students an opportunity to 
express themselves in a way which will make them feel comfortable, which is not always 
possible in a classroom setting (Bloch, 2011, p. 159). The questions guiding this study 
are: (1) How does reading critical multicultural texts around immigration issues and 
discussions in computer-mediated discourse communities help children make meaning of 
a larger social issue like immigration? and (2) How do children use computer mediated 
discussions to deepen their understandings of literature? 
  
 
 
 
Three lines of inquiry guided the research: social constructivist learning theories 
(Gee, 2004; Lave & Wenger, 1991; Vygotsky, 1978), critical literacy theory (Lewison, 
Flint, & Van Sluys, 2002: Luke, 2012; Luke & Freebody, 2012), and transactional theory 
(Rosenblatt, 1978, 2005; Smagorinsky, 2001). Participants in the study were third grade 
Latina/a students. Data sources included students' blog posts, audio recordings of 
classroom discussions, student writing samples, field notes, and interviews. Constant 
comparative approach (Glaser & Strauss, 1965) was used to analyze the data. Findings 
demonstrate that discussions and blogging afforded students a space to deconstruct the 
complexities surrounding immigration and immigration policies. Students' gained a 
greater sense of agency when disrupting the status quo and taking action on such issues. 
The broader implications from this study highlight the need to use varied modalities and 
formats when working with culturally diverse students and critical multicultural texts. 
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CHAPTER 1 
INTRODUCTION AND OVERVIEW 
I think it affects children because they are always sad. They should be together 
because the children are affected in some way. (Andrea’s blog post, 5-14-13) 
As an African–American educator of a predominately Latino/a population of 
students, I have regularly shared a wide variety of multicultural literature with my third 
grade students. As a teacher who understood what it meant to hear the perils and 
struggles of my people through the stories of powerful African–American women and 
men from American history past, I desired to provide these same opportunities that I had 
as a young child for my students of color. The quote above from Andrea reveals her 
engagement with peers on a blog discussion on how separation from one’s family due to 
deportation can impact families and children. Without the inclusion of literature related to 
the daily lives of students in my class, Andrea and her peers may not have had the 
opportunity to share their knowledge on such topics and engage in critical discussions 
around issues of concern. Thus, reading a wide variety of multicultural literature to hear 
the “cuentos” or stories of Latino/a and diverse characters and offering engaging 
discussions around these stories provided such opportunities. Using multicultural 
literature as a vehicle to discuss similarities and differences among cultural groups, I 
began to think deeply about its role in my classroom. As I pursued my doctoral studies, it 
was through the words of critical theorist Paul Freire and critical pedagogist, Gloria 
Ladson-Billings, that my philosophy of instruction now had the words to show students 
how their culture had significance to their education. Seeing myself as an educator 
employing critically relevant teaching and using the theoretical works of Freire and 
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Ladson-Billings as a vehicle for instruction, I began to see the necessity of such critical 
work in hearing the stories of my students who are primarily Latino/a. Although it was 
the stories of many students struggling with the rights of their parents and families 
dealing with the perils of policy shifts in immigration that became the momentum for me 
to continue to employ culturally relevant teaching with critical multicultural literature, it 
was the story of one student that changed my teaching. This story became the impetus 
behind my goal of helping students realize that education and reading can be a “vehicle 
for emancipation” (Ladson–Billings, 2009, p. 102).  
I recall the day that I sat at my reading table preparing for reading groups to 
approach as usual during our morning literacy block when one student approached. 
During this time of the year, we were beginning to review for our upcoming state 
mandated test. As I prepared my materials, Saul approached me with remnants of tears in 
his eyes. As others were silently reading at their desks, this student approached to tell me 
that his stomach was aching; however, before I could even finish my sentence to inquire 
more information, he leaned toward me to say that he missed his father and he could not 
concentrate on his book. Slowly more tears began to pour from Saul’s eyes. As I guided 
him out to the hallway for privacy, he began to sob uncontrollably about how he wanted 
his father to come back from Mexico. Trying to hold back the tears, the only thing I could 
do was give Saul a hug and tell him that his father would be proud of the work he was 
doing and to take this opportunity to show him. I knew the difficulties Saul was facing 
and that his sometimes troublesome behavior was due to a reaction of his father leaving 
abruptly for Mexico due to the fear of deportation, and that his mother was now a single 
parent. While Saul’s story is not uncommon among many communities across the nation 
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and families in the community in which I worked, it is one that resonated with a number 
of students in my class. Immigration policies were having great impact on the community 
in which I work and the lives of the students in my class.   
Statement of the problem 
Globally, there has been an influx of immigrants into several countries. How 
countries receive these immigrants vary. The U.S. and Canada use policies and laws to 
exclude less skilled and uneducated immigrants (Tannock, 2011), while countries such as 
Ireland, Greece, and Spain have used the remarkable growth of immigrants as a means to 
supply construction, catering, and domestic services (de Baustillo & Anton, 2010). 
In recent years, a large majority of immigrants hit America by storm as they 
migrated from Latin American countries. According to the U.S. Census Bureau (2012), in 
the year 2009, 48 million individuals were of Hispanic origin. Although not all Latino/as 
are immigrants, a reported 11 million Latinos are estimated to be non-U.S. citizens. In the 
state of Georgia, there are an estimated 460,000 unauthorized immigrants or non-U.S. 
citizens. In terms of unauthorized immigrants, 79 percent or 5.1 million children born of 
unauthorized immigrants are considered U.S. citizens; whereas, 1.1 million are 
considered foreign–born. With many children born in the U.S. as citizens, these families, 
with one or more parent considered unauthorized, are identified as “mixed–status” 
families because of the rights and privileges afforded or denied to families (Capps & 
Fortuny, 2006). Therefore, as U.S. immigration policy shifts have provided more punitive 
policies for immigrant adults, these changes also appear to place both documented and 
undocumented children in difficult situations.  
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The current attitude of criminalizing immigrants in the U.S. is not a recent 
phenomena but one that stems from a long history of Latino/as receiving xenophobic and 
discriminatory responses from their presence on U.S. soil. Within the last 20 years, 
federal policy such as the 1996 Illegal Immigration Reform and Immigrant Responsibility 
Act (IIRAIRA) provided increased criminalization and barred entry into the U.S. 
However, the growth in industries in new locales increased the number of Mexican 
immigrants and their families in new areas across the southeast; thus, restructuring these 
nonmetropolitan areas (Zuniga, Hernandez–Leon, Shadduck–Hernandez, & Villareal, 
2002). Low skill and low wage jobs in the service sectors, janitorial services, 
construction, and agricultural areas attracted Latino/a immigrants to jobs often considered 
unattractive to U.S. domestic workers (MacDonald & Carrillo). Thus, the reconfiguration 
of communities, previously characterized as having a Black–White resemblance, began to 
resemble the states and towns near the U.S.–Mexican border (Zuniga et al., 2002). 
Although cities reacted negatively to this new configuration and influx of Latino/as in 
high numbers within cities in the southeast, many factory and plant managers within 
plants welcomed the new Spanish speaking labor force by hiring Latino/as by the 
numbers and advertising widely in Spanish. The reconfiguration of communities and 
increase of Mexican laborers and their children within schools continued; however, 
federal policies in the form of the Patriot Act signed by President Bush in 2001 after 9/11 
created a tide of animosity towards immigrants and non-U.S. citizens (Kanstroom, 2008). 
Thus, a number of deportations and increased removals of immigrants began to take 
shape; especially in urban and local communities. In 2013, the U.S. Immigration and 
Customs Enforcement (ICE) were responsible for 368,644 removals, with 133, 551 
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coming from the interior of the U.S. (ICE Immigration Removals Statistics, U.S. 
Department of Homeland Security, 2014). Not surprisingly, the leading country of origin 
of those removed came from Latin American countries, with the leading country being 
Mexico. According to the Yearbook of Immigration Statistics of 2012, 73 percent of all 
deported immigrants were Mexican nationals (Office of Immigration Statistics, U.S. 
Department of Homeland Security, 2013). Under the Bush administration legislation and 
the Consequence Delivery System, more individuals became “deportable” in the eyes of 
the law. Thus, previous migrants who may have had no prior offenses were suddenly 
criminalized with a misdemeanor under a first time crossing and felony if crossing was 
repeated (Ewing, 2014).  
The increase in efforts to capture and detain unauthorized immigrants has brought 
forth the expansion of detention facilities across the U.S. to a dramatic high. As 
previously stated, the Illegal Immigration Reform and Immigrant Responsibility Act of 
1996 increased the number of punitive measures against immigrants and non-U.S. 
citizens, thus resulting in more mandatory detentions and detention facilities. In 2004, the 
108
th
 Congress directed the Secretary of Homeland Security to increase the number of 
beds to 8,000 annually between 2006 and 2010. The current House of Representatives 
revealed it intended to increase the number of beds to 34,000 in 2014, spending $5.6 
million per day on immigration detention for 257 facilities in order to maintain a capacity 
of 31,800 individuals (National Immigration Forum, 2013). Therefore, as political parties 
vent over the economic stressors weighing on the U.S., they continue to place 
insurmountable efforts to incarcerate and “brown” detention centers. The decisions made 
by Congress parallel the efforts made to increase the number of prisons for African 
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American males and reveal how xenophobic and discriminatory acts place some ethnic 
minorities and immigrants in continued vulnerable situations.  
The current undertone of Saul’s story and many children of immigrants relate to 
the new stringent immigration enforcement measures that are occurring in the 
southeastern portion of the United States (e.g., Georgia, Alabama, and South Carolina) 
and the punitive remarks made nationally. In Georgia, state officials passed Georgia law 
(HB87) also known as the Illegal Immigration Reform and Enforcement Act of 2011. 
Under this law, businesses are required to verify that new employers have proper 
documentation; provide law enforcement to question the legal status of Latino/as; and 
provide for criminal penalties (Georgia General Assembly, 2011). Moreover, the same 
stringent laws taking effect in Alabama appear to provide an additional layer of hostile 
attacks on immigrants by giving schools the authority to question the legal status of 
students (Hing, 2011). Prior to the influx of immigrants in non-metropolitan communities 
within the south, such as Georgia and North Carolina, and a recession that hit at the end 
of 2007, America depended heavily on the labor of immigrants and welcomed their new 
neighbors (Levine & LeBaron, 2011). It was during this economic boom that the South 
needed the labor of workers willing to accept lower wages in jobs that were less 
favorable (e.g., cleaning, carpeting, construction, and food processing) (Stuesse, 2009). 
However, despite many immigrants’ apparent contribution to industries, an economic 
decline began to create hostile remarks and punitive trends seen across various areas 
where immigrants and their children were markedly present. 
The current trend of criminalizing immigrants also brought forth a number of 
punitive trends in the educational arena. For example, as previously mentioned, 
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Alabama’s own anti-immigrant law gave the provision to schools to check the legal status 
of students. With rumors running rampant, several students failed to return to school 
during the opening days, leaving many classroom seats open. Moreover, an 
accompanying turn towards intolerance of immigrants has been directed toward the 
education arena in the form of English Only policies in our nation’s schools. Although 
several court cases challenged bilingual education and supported English only 
instruction, it was California’s Proposition 227 of 1998 that transferred several language 
minority youth back into English only classrooms (Ovando, 2003) and the No Child Left 
Behind Act (NCLB) of 2001 that implicitly gave schools the idea that English only and 
not bilingual education would be best for immigrant youth. Under NCLB, schools would 
receive funding for immigrant students and programs as long as youth still met the same 
academic requirements as native youth (Diaz–Rico & Weed, 2006). Although the act did 
not explicitly state that an English only curriculum would be best, schools inadvertently 
began to narrow their curriculum as many states began to adopt mandated curriculums 
and changed their practices to meet the needs of standardized assessments. 
 The number of children (age 5 to 17 years) speaking a language other than 
English rose from 4.7 to 11.2 million between 1980 and 2009 (National Center for 
Education Statistics, 2011). Data showcased the need for instructional practices that use 
students’ language in instruction. Such educational initiatives have placed English 
Learners in jeopardy. For example, in Georgia, 83 percent of English Learners met or 
exceeded the standard on the Reading Spring 2012 Georgia Criterion Referenced 
Competency Test (CRCT) compared to 92 percent of regular program students. 
According to Coll and Marks (2011), immigrant children are in need of more linguistic 
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and social support throughout their school careers. In fact, first generation children often 
outperform second generation children (Coll, & Marks, 2011), thus showcasing 
continued support needed throughout their educational careers. In spite of the conflicting 
messages of immigrants and their children’s place within society, teachers must be 
prepared to meet the need of a diverse student body within classrooms. 
Realizing the preponderance of issues immigrant children face (i.e., appropriate 
assessment batteries and tools, language acquisition challenges, acculturation gaps 
between parent and child), several scholars have studied ways in which students’ 
linguistic and cultural diversity may be included in the classroom. Culturally and 
linguistically diverse students newly immigrated or U.S. born may often experience a 
concept of literacy that differs from their native language peers because of the lack of use 
of their heritage language as a support within schools. This difference may impact 
learners’ self-esteem, willingness to participate in schooling, and social and emotional 
development if deemed inferior by teachers and native English speakers in their school 
environments. However, a number of studies and researchers have examined the nature of 
these diverse learners in–and out-of school environments and have documented that these 
learners do in fact come to school with several cultural and intellectual resources 
(Compton-Lilly, 2007; Gonzalez, Moll, Amanti, 2005; Moll, Amanti, Neff, & Gonzalez, 
1992). Although a number of deficit perspectives have dominated the field in how diverse 
language learners come to school (i.e., language development, chaotic homelife, fewer 
cognitive strategies) (Bomer, Dworin, May, & Semingson, 2008), these studies 
(Compton-Lilly, 2007; Gonzalez et al., 2005; Moll et al., 1992) have broadened our 
thinking on how the discourse styles, values, beliefs, and practices of linguistically 
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diverse immigrant families can be used in today’s classrooms to provide them with the 
same opportunities of success as other students. 
Remembering the emotional feelings that were evoked by Saul’s account of his 
father’s return to Mexico and the stories of many other students and families dealing with 
shifts in immigration policy, confirmed to me the need in guiding students to see the 
power of language and the significance of their cultures as a tool to deal with challenges 
rapidly changing their families. Moreover, the remarks made nationally showcase the 
lack of attention given to how immigration policies may contribute to narrowed 
curriculums and less responsive educational environments for immigrant children and fail 
to understand the complexity of their situations. In regards to their education, various 
approaches within a school may help dissipate the problems. Children of immigrants are 
in great need of opportunities to examine their experiences in a non-threatening 
environment and discuss issues with other children experiencing the same tramatic 
situations. Therefore, the work conducted in classrooms using literacy practices that 
accommodate the language and cultural needs of these students may support the often 
neglected social issues experienced by these diverse learners.  
Two approaches to showcase English Learners’ potentials are critical literacy and 
computer mediated literacy practices. Both are powerful vehicles to help learners explore 
issues related to the personal lives of children of immigrants. While critical literacy 
involves learners examining their position and evaluating their world’s realities, it is 
“concerned with relations of power and thus with the manner in which power circulates 
both in the real world and within particular text” (Wallace, 2001, p.210). For example, in 
a study conducted by Martinez-Roldan (2005), a small group literature discussion 
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allowed elementary students to work at understanding their gender ideologies and the 
presence of gender inequities. One fourth grade female student came to understand an 
existing inequity in the opportunities afforded to men and women and that males often 
have access to more positions of power. Additionally, through critical literacy, English 
Learners’ discussions of multicultural texts can provide a space for students to reflect 
upon social injustices (Fain, 2008).  
A second transformative learning experience, computer mediated literacy 
activities, provide both English language learning support and social benefits in and out 
of school for English learners. Several studies have documented the benefits of computer 
mediated discourse practices on English Learners writing in their target language and 
identity formation (Hagood, 2008; Lam, 2000; Yi, 2007). These benefits include enabling 
ELs to obtain cultural capital, construct new positions for themselves, and change their 
identities (Hagood, 2008). Thus, children of immigrants are in need of learning 
communities where they have opportunities to experience educational innovations. 
Moreover, the current study examines how reading critical multicultural literature and 
computer mediated literacy activities such as blogging may provide a transformative 
experience in a non–threatening environment for children of immigrants. 
Purpose of the Study 
This dissertation study explored the ways in which Latino/a children engaged 
with critical multicultural texts and blogging. This study also sought to explore how 
discussions of immigration policies and practices contributed to elementary students’ 
increased literacy practices and engagement as they read, discussed, and wrote about 
issues related to immigration. (e.g., barred immigrant access to schooling, negative views 
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of English proficiency, punitive remarks made locally). The research questions guiding 
this study are:  
1. How does reading critical multicultural texts around immigration issues and 
discussions in computer-mediated discourse communities help children make 
meaning of a larger social issue like immigration? 
2. How do children use computer mediated discussions to deepen their 
understandings of literature? 
Theoretical Framework 
Three lines of inquiry guided my research of third graders discussions of critical 
multicultural literature and their meaning making of immigration through blogging. 
These theories include social constructivist learning theories (Gee, 2004; Lave & 
Wenger, 1991; Vygotsky, 1978), critical literacy theory (Lewison, Flint, & Van Sluys, 
2002: Luke, 2012; Luke & Freebody, 2012), and transactional theory (Rosenblatt, 1978; 
2005; Smagorinsky, 2001). Although each theory contributes uniquely to this study, 
taken together they contribute to a deeper understanding of young Latino/a children’s 
critical multicultural literature discussions via an online space.  
Social Constructivist Learning Theory 
A prominent scholar under social constructivist learning theory is Lev Vygotsky. 
Central to Vygotsky’s view of constructivism is the view that cognition is highly 
dependent on social interaction. Moreover, it is access to individuals or adults within 
children’s environments that lead to learning. Known as the zone of proximal 
development, Vygotsky asserted that children are capable of much more learning beyond 
their developmental age when guidance is provided by more capable peers (Vygotsky 
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1978). For Vygotsky, learning consisted of tasks that placed learners in advance of 
development. According to Vygotsky (1986), 
if the milieu presents no such tasks to the adolescent, makes no new demands on 
him, and does not stimulate his intellect by providing a sequence of new goals, his 
thinking fails to reach the highest stages, or reaches them with great delay. (p. 
108)  
Vygotsky proposed that through language meaning is constructed for a child who 
communicates with adults within their environment. This communication is uniquely tied 
to children’s inner speech; therefore, as children come to organize their thoughts, an 
internal mental function develops (Vygotsky, 1978). Vygotsky proposed that children 
could solve difficult problems when assisted by a more knowledgeable or capable peer. 
The term used to define this assistance is the zone of proximal development (ZPD). ZPD 
is “the distance between the actual developmental level as determined by independent 
problem solving and the level of potential development as determined through problem 
solving under adult guidance or in collaboration with more capable peers” (Vygotsky, 
1978, p. 86). As the peer scaffolds the learner, the learner is able to develop more 
complex knowledge and skills. Therefore, participating in social interactions and 
culturally organized activities supports the development of the student. Bruner extended 
Vygotsky’s theory by suggesting that meanings originate through culture, and language is 
the tool from one’s culture that shapes meaning. It was also the work of Bruner that shed 
light on how the individual comes to know the minds of those within their community, 
through language. Additionally, they learn to assimilate the practices of those within their 
community (Hall, 2003). Therefore, a child learns what counts as reading from the 
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behaviors of other people reading. James Paul Gee (2004) refers to the everyday theories 
people acquire in a Discourse as cultural models. Gee (2004) describes a Discourse as the 
“ways of talking, listening, writing, reading, acting, interacting, believing, and valuing, 
and feeling” (p.124). Gee detailed how children come to learn social languages through 
socialization (Gee, 2008). In an observation of a father and his young son’s discussion 
around a picture of Donald and Patricia Duck, Gee is able to portray how a father uses 
classificatory questions (e.g., Where are Donald and Patricia going?) to demonstrate how 
children learn social languages through adult guidance. These classificatory questions 
strongly associate with the language most often encountered by children in educational 
settings. According to Gee (2008), “meaning in language is tied to people’s experiences 
of situated action in the material and social world” (p. 117).  
Similarly to Vygotsky and Gee, Lave and Wenger (1991) also propose that 
learning is a function of the learning activities, culture, and the context of the 
environment. Building upon the idea of situated action, Lave and Wenger (1991) 
proposed the idea of communities of practice–which affirms the nature of children’s 
environments and the social interaction taking place within those environments. 
Moreover, individuals within their environment acquire the beliefs and behavior 
characteristic of their context; therefore, individuals may take a more active role within 
this community as they learn the associated knowledge and skills. As teachers, children, 
and parents participate around literacy practices associated with topics related to their 
social worlds, they can inevitably bring the cultural values from their prospective 
communities to build a community of practice and uniquely bridge the worlds of home 
and school. Thus, the present study builds upon this historical foundation by investigating 
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how a social view of learning might be practiced in a third grade classroom where 
children of immigrants engaged in a discussion around the topic of immigration together.  
Critical Literacy Theory 
The work of social constructivist theorist such as Lev Vygotsky provides a 
guiding view on how learners’ values, beliefs, knowledge construction, and learning 
practices are tied to the communities from which they acquire their beliefs. However, 
despite the contributions made by such theoretical perspectives, a social constructivist 
view lacks a critique of how literacy practices by various groups are disenfranchised by 
larger dominate communities. This perspective, known as critical literacy, aims to 
transform the dominant ideologies present among various institutions (e.g., political 
systems, institutions, cultures, economies) to discuss how texts and discourses privilege 
certain groups of people over others (Luke, 2012). This model attends to the use of 
literacy for social justice (Luke, 2012).  
 The foundation of a critical literacy inquiry began with the work of Paulo Freire. 
In addition to the work of Freire, critical literacy has developed from various approaches 
such as whole language, multiculturalism, and critical theory (Comber, 2003). A 
prominent critical theorist from Brazil, Paulo Freire worked alongside indigenous 
communities to advocate for change within systems such as schools. Freire proposed 
these systems relied solely on a banking model. This banking model, according to Freire 
dismissed the cultural lives of indigenous communities as irrelevant. Freire argued that 
schools fail to consider learners lives and cultures in their approach to literacy instruction 
(Freire, 1970).  
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The historical foundations of Freire’s work stem from Marxist and 
phenomenological philosophies. Karl Marx, a proponent of critical consciousness, argued 
that the ruling class often defined the ideologies most affirmed by schools (Luke, 2012; 
Marx, 1977). Freire believed in taking action in order to achieve equal rights, and 
suggested that literacy can be the format with which individuals and groups could take a 
stand. Since language provides insights into the world, Freire suggested that readers 
should not passively accept information in texts but “read the world” and read from a 
critical stance in order to not be manipulated (Freire, 1970). According to Freire (1970), 
in order to resolve the contradiction that exists, one must “confront reality critically, 
simultaneously objectifying and acting up the reality” (p. 34). Therefore, as readers come 
into contact with various texts from multiple perspectives, they focus not just on 
comprehension but understanding how the text may position and reinforce continued 
power through its construction.  
Critical literacy invites readers to question and examine the power relations that 
exist between the reader, context, and author (McLaughlin & DeVoogd, 2004). Although 
a number of scholars have refused to provide a concrete definition of the perspective, 
there are dimensions or key tenets that exist to its approach. In understanding the key 
tenets, we can also find the scholars who have helped provide insight in how critical 
literacy can be valuable to a curriculum for young learners. Several scholars have based 
their definition on Freebody and Luke’s four resources or types of knowledge model. 
Luke & Freebody (1997) suggest that reading involves four roles: code breaker, text 
participant, text user, and text analyst. As codebreakers, readers ask, “How do I crack 
this?” As a text participant, readers consider, “What does this mean?” As text users, 
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readers pose the question, “What do I do with this, here and now?” In this way, readers 
come to understand how texts are organized. And as text analysts, readers critically 
analyze text, “What does this do to me?” However, in looking at critical literacy 
literature, Lewison, Flint, and Van Sluys (2002) examined and synthesized three decades 
of literature related to critical literacy definitions to uncover four interrelated dimensions: 
(a) disrupting the commonplace which involves questioning the everyday ways of 
“seeing”, (b) interrogating multiple viewpoints or examining competing narratives, (c) 
focusing on sociopolitical issues or challenging larger power relationships that exist 
between systems, and (d) taking action to promote social justice by moving from a 
spectator to a more action oriented role. Together, these scholars provide a framework 
from which researchers and teachers can evaluate critical literacy practices in classrooms. 
 Transactional Theory 
The third and final theory used to examine the meaning construction taking place 
when ELs read critical multicultural literature is Louise Rosenblatt’s transactional theory 
(Rosenblatt, 1985, 1998, 2001, 2004). The foundation of Rosenblatt’s theory of reading 
and writing lies in the pragmatic epistemological paradigm of John Dewey (Rosenblatt, 
2004). In actuality, it was Dewey who coined the term transaction. The term transaction 
appears to fit with how human beings mediated the perception of the world because it 
implied individuals were “unfractured observers” of the whole situation (Rosenblatt, 
1985, 2004). It thus showcased the contribution of the reader and the text (Rosenblatt, 
2001). Moreover, according to Rosenblatt (2004), this transactional model of thinking 
fused the individual with social, cultural, and natural elements.   
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In 1938, Rosenblatt wrote Literature as Exploration, a text that reconciled the two 
opposing positions dominating the field of English literature at the time, a value for the 
arts and the other a value for social origins (Connell, 2008; Rosenblatt, 1978). Previously, 
many theories played close attention to authors and the text; however, it was the 
philosophical work of Rosenblatt that placed the reader as a central figure in this 
relationship (Rosenblatt, 1978). She believed the text allowed for readers to bring forth 
their personality. According to Rosenblatt (2001) 
The reader, bringing past experience of language and of the world to the task, sets 
up tentative notions of a subject, of some framework into which to fit the ideas as 
the words unfurl. If the subsequent words do not fit into the framework, it may 
have to be revised, thus opening up new and further possibilities for the text that 
follows. This implies a constant series of selections from the multiple possibilities 
offered by the text and their synthesis into an organized meaning. (p.268) 
Thus, language is a system internalized from the individual’s experiences with 
vocabulary in real life situations (Rosenblatt, 2004). Fusing these experiences, Rosenblatt 
asserted that we make sense of new meanings by applying, reorganizing, revising, or 
extending elements from what she calls our personal linguistic – experiential reservoir 
(Rosenblatt, 1998). This reservoir reflects the cultural, social, and personal history of the 
reader. In regards to reading itself, Rosenblatt theorized that reading is a mix of textual 
cues, selective attention, evoked responses before and after, and a shift between the 
efferent and aesthetic readings of the text (Connell, 2008). The efferent stance that 
Rosenblatt refers to is the kind of reading that the reader attends to with the concern of 
extracting information to be used or acted upon after reading (Rosenblatt, 2004). The 
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aesthetic stance involves the attitude the reader adopts as he or she lives through the 
reading experience. Thus, the reader attends to the feelings, emotions and participates 
with the tensions and conflicts unfolding during the reading event (Rosenblatt, 2005).  
In relation to this dissertation study, Rosenblatt’s theory sheds light on how young 
readers respond to critical multicultural literature associated with immigration. In light of 
recent events discussed in U.S. immigration policies, children of immigrants may have 
rarely shared their emotional interpretation towards these policies in classroom settings. 
Therefore, Rosenblatt’s theory has the potential to uncover both the efferent and aesthetic 
nature of reading critical texts and reveal the process by which readers make meaning of 
personal experiences that are rarely discussed with young learners in elementary settings. 
Definition of Key Terms 
It is essential that I define key terms as they relate to and used in this dissertation 
study. In this section, I chose to delineate the nature of these key terms. These key terms 
are:  
1. Latino/a Immigrant Children: Latino/a children born in Latin American countries 
but raised in the U.S. and/or children born in the U.S. to one or more Latino/a 
immigrant parents.  
2. Critical multicultural literature: Children’s literature that highlights diversity and 
social justice issues relevant to diverse learners. This literature offers students an 
avenue to discuss power differentials, sociopolitical relationships, and taken for 
granted assumptions. This study primarily used critical children’s multicultural 
literature related to immigration and/or immigrants’ experiences. 
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3. Literacy practices: The activities associated with reading and writing as one 
makes meaning. The manner in which language and texts are used in order for 
readers to make sense of their lives.  
4. Mixed–status families: Families with at least one parent born in another country 
and not a U.S. citizen. However, the children are U.S. citizens by virtue of being 
born in this country, thus, affording the child and not the parent with the rights 
associated with being a citizen (Brabeck & Xu, 2010; Landale, Thomas, Van 
Hook, 2011). 
Organization and Overview of Chapters 
This dissertation study consists of six chapters. Chapter 1 outlines the impetus of 
this research study by identifying problems, gaps, and relevant research question. In 
Chapter 2, I review the pertinent literature that encompasses the theoretical underpinnings 
and research related to immigration trends and policies, critical literacy practices, and 
computer mediated literacy. Chapter 3 examines case studies as a methodological 
approach and delineates the methods employed in data collection and data analysis for 
this study. Next, Chapter 4 discusses the relevant findings from student’s read-aloud and 
online discussions of critical multicultural literature. A discussion of the major findings 
in Chapter 4 allows readers to understand how engaging in critical literature discussions 
in whole group read-alouds and computer mediated literacy practices such as blogging 
around immigration themed texts potentially fosters an element of engagement not 
otherwise afforded to children of immigrants. In chapter 5, I describe the actions and 
agency of three students throughout the course of their participation in the study. Finally, 
in Chapter 6, I discuss the major findings as they relate to the larger discussion around 
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students discussions of immigration during read-aloud and blogging. Moreover, I outline 
the major implications and future directions from this study. 
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CHAPTER 2 
REVIEW OF LITERATURE 
The primary purpose of this study is to explore the ways in which Latino/a third 
graders who read critical multicultural texts communicate and construct meaning through 
face-to-face and online discussions or blogging. A particular interest is set on how 
literacy plays a role in understanding immigration policies as students read and engage in 
blogging. Moreover, it is presupposed that third grader elementary students will reveal 
their identities as children of immigrants dealing with the threats of immigration policies 
by using online communication tools. Several studies corroborate an existent link 
between students meaning making and literacy practices (Luke, Woods, & Dooley, 2011; 
McCarthey, 2001) and substantiate the need for using online communication tools, such 
as blogging, as a means to explore learners meaning making and identity construction 
(Felderman, 2010; Lam, 2000; Smith, 2009). 
This chapter is designed to provide a comprehensive review of relevant studies 
that showcase the rationale for this study. This research explores the nature of critical 
multicultural literacy on children of immigrants’ literacy practices and engagement by 
using online literature discussions. The first section examines the relevant issues 
associated with immigration policies and immigration policies’ role on learners’ identities 
and meaning making of punitive experiences. The second section focuses on studies of 
critical literacy practices and potential benefits for culturally and linguistically diverse 
students. Finally, I discuss a number of studies examining the benefits of computer 
mediated literacy and blogging on the literacy learning of culturally and linguistically 
diverse students. In each section I discuss major gaps within the research literature. 
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Immigration Policy Shifts and Children of Immigrants 
Immigration and Children’s Well Being 
In trying to understand the issues confronting children of immigrants (e.g., 
educational and economic), scholars consider immigrants’ legal status as holding a major 
impact on children’s’ educational advancement (Stepick & Stepick, 2010). Additionally, 
while exploring the nature of punitive remarks around immigrants’ legal status, a number 
of scholars have examined the role that intolerance and hostility plays on children’s well 
being (Androff, Ayon, Becerra, Gurrola, Salas, Krysik, Gerdes, & Segal, 2011; Brabeck 
& Xu, 2010). Although these youth are American in their daily life experiences (e.g., 
dress, social, and schooling experiences), the legal status of one or both parents as 
undocumented in the U.S. often associates with a number of harmful developmental 
implications. The developmental implications may include lower cognitive skills due to 
poor parental working conditions (Yoskikawa, 2011), lower school readiness skills as 
defined by reading and math skill assessments upon school entry (Crosnoe, 2006), and 
fewer relations with community resources due to fear of deportation (Yoshikawa, 2011). 
In a study conducted by Brabeck and Xu (2010), the investigators examined the role that 
legal status played on Latino/a immigrant parents and children’s family environment. The 
investigators assessed 132 Latino/a immigrants as part of a community – university 
collaboration project in Boston on their legal vulnerability, or legal history, and the 
nature of family environment through parent surveys. Participant demographics indicated 
that nearly 38% (N = 50) of participants were undocumented. Investigators conducted 
parent interviews and surveys to assess the impact of deportation on child well – being. 
The use of quantitative analyses, more specifically, multiple regression analysis, explored 
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the impact of parental and child variables on child well being. Findings showcased that 
legal vulnerability significantly predicted child well being, thus accounting for nearly 
31% of the variance. Henceforth, as parents struggle with the fear of deportation, so do 
their U.S. born children. Although Brabeck and Xu’s (2010) findings showcase the 
ramifications associated with criminalizing parents, their findings are largely based on 
parents report of child well being (emotional and academic performance). What appears 
to be missing from the research around immigration status and children of immigration is 
the voice of young children who are directly impacted. Despite a lack of studies existing 
in this area with younger children, a number of studies have examined how older 
adolescents’ experiences in the United States are impacted by their parents’ legal status 
as they strive to advance their education (Filindra, Blanding, & Coll, 2011; Morales, 
Herrera, & Murry, 2009; Radoff, 2011) 
Immigration and Undocumented Children and Adolescents 
A number of studies examining the impact of young adults’ immigration status 
find it is often this age group who are faced with the realization that limited opportunities 
are awaiting them as they deal with their own status of legality or their parents. The 
nature of belonging becomes an even more pressing issue as children progress into the 
public sphere and experience a block in “normative rights of passage, identities, and ways 
of being” (Suarez – Orozco et al. 2011, p. 444). Moreover, children of immigrants are 
often left in a state of liminality. According to Suarez –Orozco, Yoshikawa, Teranishi, 
and Suarez – Orozco (2011), “Liminality has been theorized as the transitional moment 
between spheres of belonging when social actors no longer belong to the group they are 
leaving behind and do not yet fully belong in their new social sphere” (p. 444). Therefore, 
24 
 
 
children of immigrants may experience heightened risks in emotional and developmental 
outcomes due to the lack of completely belonging to one social group as defined in the 
eyes of the American legal and judicial system. Thus, as children age into middle 
childhood, they are exposed to the culture of fear that their parents often experience. 
They are exposed to this culture through hearing stories on television and radio and 
family and friends. Moreover, a barrier to advancing their education is when children of 
immigrants come to realize how an illegal identity of their parents or themselves may 
hinder their participation in their normative experiences of being a youth in American 
and higher education.  
Youth with an unauthorized legal status believe that the Development, Relief, and 
Education for Alien Minors (DREAM) Act may serve as the vehicle for which they may 
obtain access to higher education. Although many unauthorized youth were guaranteed a 
right to access public P–12 education through the Supreme Court ruled 1982 decision of 
Plyler v. Doe (Plyler v. Doe 1982, 457 U.S. 202, 457), the decision does not provide 
direct access to higher education beyond P-12 schooling. Individuals eligible for relief 
would be children entering the U.S. before the age of fifteen and are younger than 35. 
Additionally, they must have graduated high school with a diploma or GED. In order to 
obtain legal or permanent residency, good moral character and completing at least two 
years of higher education or serving in the armed forces must be completed (Androff et 
al. 2011; Radoff, 2011). In a study conducted by Morales et al. (2009), the investigators 
undertook a microethnographic case study in order to access the challenges that 15 
Latino/a undergraduates in the Midwest faced in postsecondary settings and factors 
influencing their success. An analysis of data (i.e., participant observation, interviews, 
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documents) using the constant comparative method revealed the manner in which 
students’ maintained resiliency and coped with challenges. Findings revealed that many 
students were confused and frustrated by the mixed messages they believed they received 
from American society. In one respect, America was symbolized as the place of 
opportunity; however, America appeared to deny them the opportunity to a fair 
education. For one student, America presented itself as “the land of opportunity and 
denial,” this student said: 
I want to succeed in life! I want an education. I don’t understand what people who 
vote against this [DREAM Act or similar legislation] are afraid of. This is the 
country of opportunity. So I ask myself why do people want me to fail? … My 
parents just want to give me and my brothers and sisters an education …They 
don’t have money…just faith in God that they can stay here and make us 
somebody that has more opportunity than they had in their life in Mexico. 
(Morales et al., 2009, p. 10) 
In addition to this statement made by one student trying to make sense of the lack 
of support of the DREAM Act, other participants detailed how they made sense of the 
resistance, and maintained resiliency through actively participating in rallies, events, and 
hearings to fight for their right to an education. According to Morales et al. (2009), 
“Given the capacity of such advocacy to yield a sense of empowerment among students, 
in a threatening environment, it is not necessarily surprising that the incidence of 
advocacy actions across students studied was quite recurrent” (p.14). Similarly to the 
work of Morales et al. (2009), this study sought to capture the voices of young 
elementary Latino/a children trying to make sense of immigration policies currently 
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promoted throughout the U.S. Although addressing the outcomes of immigration policies 
themselves will come in the form of discussing children’s literature related to 
immigration and not a specified law, such as the DREAM Act, this study sought to 
provide young children with the capacity to advocate and voice their concerns as they 
make light of immigration through reading social justice literature and discussing texts 
through computer mediated literacy practices such as blogging.  
Gap in the Literature on Children’s Understanding of Immigration Policies 
In trying to understand the sociopolitical climate of this nation currently through 
present research looking at the exclusionary and punitive policies punishing immigrants, 
there appears to be limited research with elementary age children discussing and 
capturing their understanding of immigration practices and policies. A detailed search 
and retrieval of immigration studies with young children revealed that only a limited 
number of recent studies tackle the problem with elementary age children; however, a 
number of studies include a larger discussion around this topic with parents and young 
adults as discussed previously. As mentioned, child well-being and academic 
performance are largely assessed by parent report. Moreover, a number of studies use 
various approaches related to a case study methodology to examine the outcomes 
associated with punitive immigration policies. These methodologies include an arts – 
based participatory approach (Harman & Varga-Dobai, 2012), microethnographic design 
(Morales et al. 2009) and quantitative or more specifically regression analysis (Filindra, 
Blanding, & Coll, 2011). Although these studies look at the academic performance 
associated with these polices, very few studies look at how literacy practices may help 
children of immigrants make sense of the current context challenging students.  
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Two recent studies by Harman and Varga-Dobai (2012) and Paris (2012), detail 
how dialogic literacy practices can engage linguistically diverse students in literacy 
activities that build their capacity to take up social action, as well as make sense of 
negative immigration discourses and state polices they believe were unjust. Harman and 
Varga-Dobai (2012), for example, used an arts based participatory approach to help 11 
middle school Latino/a emergent bilingual learners see literacy as a democratic process 
that could be used to achieve social action. In order to apprentice bilingual learners in this 
participatory classroom project, investigators invited immigration experts, aided students 
in conducting interviews with family members, and disseminated letters to city officials. 
Students created expository writing of their complex social identities, reenacted tense 
scenes through Reader’s Theater, and wrote about issues of concern (e.g., deportation, 
social services provided to Latino/a, and national statistics) they wanted to address 
through social action. Overall, the project aided students in communicating their 
emotions about immigration. Thus, it appears that despite a recent focus on immigration 
issues and its association to literacy practices, there still appears to be a gap in the 
literature with providing these critical literate experiences with young English learners. 
Therefore, a primary intention of the proposed study is to fill the present gap in the 
literature around critical literacy practices aimed at supporting students dealing with state 
and local immigration policies that often marginalize students with immigrant 
backgrounds.  
Summary of Immigration Policy Shifts and Children of Immigrants 
The immigration studies addressed thus far appear to draw a number of 
conclusions. First, there are developmental implications due to punitive state policies. For 
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instance, parental legal status accounts for a culture of fear, heightened stress, and anxiety 
among children of immigrants. Additionally, dealing with parental legal status often 
places learners in a state of “liminality” (Suarez – Orozco et al., 2011). Secondly, 
children of immigrants who are considered undocumented are often blocked from 
attaining access to educational opportunities beyond P – 12 education, making them 
confused and frustrated by mixed messages received from America. Third, studies that do 
look at literate practices and immigration showcase that dialogic literate practices 
instituted with Latino/a youth aid in building the capacity of youth to make sense of 
immigration discourses and use text and expository writing as a mode of emancipation.  
In this section, I mainly discussed studies related to negative developmental and 
academic outcomes of state immigration policies. I also discussed how literacy has the 
potential to act as a possible “vehicle of emancipation” (Ladson–Billings, 1996, p.102) 
for young children who need the opportunity to share their concerns around immigration. 
Thus, the next section will discuss critical literacy and critical multicultural literature and 
its potential for giving a voice to the often voiceless marginalized students in schools and 
its potential for supporting students in social action oriented activities.  
Critical Literacy 
Within a few short years teachers have faced a greater number of students from 
culturally and linguistically diverse backgrounds. U.S. schools have absorbed a number 
of students from various countries such as Mexico, countries within Central America, and 
China just to name of few. Many of these immigrant students and families come to the 
U.S. seeking better economic and educational opportunities and political stability. 
Teachers who serve in schools are often present in the lives of students who are trying to 
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navigate a new system of education and new cultural landscape. Despite their wanting to 
help students adjust to their new educational environment, the deeply engrained western 
cultural rules and classroom expectations of U.S. schools and teachers often conflict with 
the cultural knowledge and heritage of students from various backgrounds. Therefore, in 
understanding the continuous changes in diversity in schools, teachers wanting to learn to 
understand their students better and bridge cultural practices within their school and 
community may benefit from a critical literacy perspective. Although this perspective can 
be applied in any population and subject matter, I primarily focus my discussion on the 
implementation of critical literacy in the areas of reading and writing with culturally and 
linguistically diverse students. Moreover, I expect in my review to showcase how critical 
literacy can engage young Latino/as in a discussion around academically rigorous work 
connected to their lives and the wider social problem of punitive immigration policies. 
What is Critical Literacy? 
Critical literacy views readers as active and invites readers to question and 
examine the power relations that exist between the reader and author (McLaughlin & 
DeVoogd, 2004). As previously mentioned, a number of scholars have refused to provide 
a concrete definition of the critical literacy perspective, indicating to me a form of 
resistance to the often narrowed view of reading and writing provided by political groups. 
Critical literacy scholars, on the other hand, appear to define literacy in a broader view, 
recognizing that literacy is uniquely tied to the experiences of learners. Therefore, it is 
socially constructed as sociocultural scholars may define. However, for the purposes of 
this dissertation, I will provide one of many definitions that capture the unique qualities 
of a critical literacy perspective. According to Barbara Comber (2001), critical literacy is 
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the use of language in powerful ways to get things done in the world, enhance life in 
school, and to question privilege and injustice. Though broadly defined, several scholars 
have provided a unique contribution to its definition. Scholars (Luke & Freebody, 1997) 
have described it as giving attention to the diverse textural practices and alternative views 
of texts; new vocabulary that has the power to contest the current legitimizing of cultural 
texts as normative (Lankshear & McLaren, 1993); the process of critiquing and 
transforming dominate ideologies of cultures, economies, institutions, and political 
systems (Luke, 2012); and teaching learners to manage the relationship between language 
and power (Janks, 2000). Lewison, Flint, and Van Sluys (2002), while examining and 
synthesizing three decades of literature related to these critical literacy definitions, 
uncovered four interrelated dimensions: (a) disrupting the commonplace, (b) 
interrogating multiple viewpoints, (c) focusing on sociopolitical issues, and (d) taking 
action to promote social justice. Disrupting the commonplace is seeking to understand the 
text in order to gain a perspective. Additionally, readers may be exposed to new language 
and sign systems which will help them gain a new perspective. The authors noted using 
such a perspective may be difficult for teachers who are unaccustomed to challenging 
traditional roles. The second dimension of critical literacy, interrogating multiple 
viewpoints, involves thinking about the texts from different characters or from 
perspectives that are not found in the texts. Focusing on sociopolitical issues involves 
readers thinking about the power relations that exist between groups of people. The final 
dimension, taking action to promote social justice, allows readers to examine how 
characters enact change in order to change power relationships that are unfair and 
unequal. For example, picture books such as Harvesting Hope: The Story of Cesar 
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Chavez by Kathleen Krull (2003) reverberates the sometimes unfair and unequal 
treatment many Latino/a learners believe their parents receive because of their English 
language proficiency and Mexican heritage. Thus, critical literacy becomes a powerful 
means to relate texts to students lives in its relatedness to larger societal issues. 
Critical Literacy with Culturally and Linguistically Diverse Students 
Of great importance to many teachers is the role critical literacy has in their 
classroom with culturally and linguistically diverse students. Although the perspective 
has been used effectively with native English speakers from white, middle - class 
backgrounds (Rowe, Fitch, Bass, 2001), critically literacy appears to be used by a number 
of teachers and researchers working in classrooms with students from diverse 
backgrounds. The impetus for this dynamic approach to learning begins when teachers 
notice the mismatch in the Discourse practices of students from diverse backgrounds and 
the Discourse patterns of school. According to Gee (2004), “Cultural models define for 
people in a Discourse what counts as normal and natural and what counts as inappropriate 
and deviant.” (p. 125). Additionally, teachers may notice how societal issues relate to 
students’ classroom performance. Therefore, as cognizant classroom teachers recognize 
the need to provide access to dominant discourses through examining the historical and 
cultural contexts of discourses in texts, children from culturally and linguistically diverse 
backgrounds will have the ability to harness the multiplicity of semiotic systems across 
diverse cultural locations to challenge and change existing Discourses (Janks, 2000). 
Critical Multicultural Literature 
As previously discussed, there are several sites (e.g., content area classrooms, 
subject area, modes of representation) for critical literacy to take place; however, the 
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approach is often employed within a reading and writing workshop curriculum. Although 
it can be used in a workshop format, many scholars stress that critical literacy should be 
able to be subject to revisions and remain dynamic (Luke, 2000). In using a workshop 
approach, teachers can use various genres of literature to expose students to social issues. 
Readers can employ such methods as character perspectives and stretch to sketch (Harste, 
Short, & Burke, 1988) to reconstruct their understanding of multiple viewpoints of 
characters and provide a visual response to their reading of texts. Therefore, through 
critical literacy, reading and writing become interrelated. 
 According to Meller, Richardson, and Hatch (2009), “Every read-aloud should 
include high-quality children’s literature, but not every read-aloud has to feature a critical 
literacy text. In fact, texts are not critical in and of themselves; it is the conversations that 
take place around the texts that qualify as critical” (p. 77). These texts often lead children 
to develop ideas about different cultures (Roberts, Dean, & Holland, 2005). For Lewison, 
Flint, and Van Sluys (2002), when exposing novice and newcomer teachers to critical 
literacy, the authors believed that using social issue books could support newcomers as 
they approached discussing controversial issues in their classroom. Although teachers 
were challenged by the experience in coming to understand how children respond to 
critical texts, one teacher noticed the overall engagement as her students interacted and 
examined literature with social issues around homelessness, class, and poverty. 
Corroborating the findings of Lewison, Flint, and Van Sluys (2002) work with using 
books around social issues in the classroom, Hefferman (2004) discussed how he initially 
had fears of using emotionally charged texts; however, in facing his fears he noticed his 
third graders had more to say when writing about critical texts during writer’s workshop. 
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Additionally, Heffernan’s new knowledge enabled him to see the “underside” of his 
students writing and begin to use writer’s workshop as a place where students can 
“rewrite the world.” Therefore, as teachers learn to use critical literacy in their 
classrooms to help students become critically conscious of social issues and their 
influence on texts, they too develop an awareness of the transformative nature of this 
perspective on their once narrow understanding of students and learning. This somehow 
bridges the social and cultural distance that often characterizes our nation’s schools.  
Several scholars have examined the nature of critical literacy practices, especially 
critical multicultural texts discussions with children of color. Critical literacy has been 
explored widely among African–American students in primary and intermediate 
elementary classrooms to reveal its positive implications on students’ identities and 
bridge the in–and out-of school experiences of students (Dozier, Johnston, Rogers, 2006; 
Dyson, 2001). For many teachers working with African–American students, using a 
critical literacy perspective has provided a bridge to communicate between home and 
school and offered valuable resource knowledge on how student’s literate experiences at 
home uniquely tie to school learning. For some teachers, the knowledge gained through 
conversations with students and parents lead to changes in instruction (i.e., book 
selection, writing, and conversations) (Dozier, Johnston, Rodger, 2006). Anne Haas 
Dyson has shown the implications of critical literacy on urban children’s lives. In one 
study conducted by Dyson (2001), she reveals how children of color can possess 
authorial agency when they are allowed to bring a popular media image from the movie 
The Three Ninjas into the classroom. In allowing the children to interrogate the movie as 
a text, children were able to write more elaborate texts from challenging often passive 
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characters roles and reimaging texts that often display women as weak characters in 
superhero storylines. Through using popular media storylines with children, Dyson and 
the classroom teacher were able to help children talk and dramatize texts that were 
important to their lives for these students who often grappled with many issues such as 
gender roles, race, and power relations. Dyson showcased how the decisions made by 
teachers can shape literacy as a social practice and create a space where children reflect 
on power. Additionally, they reconstructed the curriculum to address the knowledge, 
resources, and skills that children of color posses (Potter, 2007). Like the African–
American Reading Recovery child, Devon, in Compton – Lilly’s study (2006), the use of 
media culture can be valuable for helping African American children develop their 
literacy skills in conjunction with helping children challenge gender roles and racial 
positioning often found in popular culture texts and media images.  
The previous two sections provided a number of key definitions of critical literacy 
and discussed its practices with children of color, more specifically, African American 
students. The next section examines the role of critical literacy with Latino/a English 
learners.  
Critical Literacy and Culturally and Linguistically Diverse Students Identity 
Critical literacy is viewed as an instrumental practice in the literate lives of 
immigrant youth. With a primary focus on English oral proficiency and decoding texts, 
many schools fail to offer immigrant youth opportunities to think critically about the 
books they read and share their thoughts with others. Thus, dialogue and reflection center 
around texts events and lack any specific relation to students’ cultural background. 
Additionally, the focus on English oral proficiency and lack of student’s home 
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experiences can leave a negative mark on students’ identities as learners in American 
school systems. As students deal with issues of oppression, they are often left with the 
possibility of internalizing negative stereotypes. When teachers offer students the 
opportunity to engage in dialogue around critical multicultural texts, they offer children 
of immigrants the opportunity to deal with the instances of oppression (e.g., immigration 
policies, English only policies, opportunities to retrieve social services, and lack of 
inclusion in higher education settings). Teachers who offer bilingual youth opportunities 
to make connections between their lives and texts often reduce the incidence of students 
exhibiting avoidance behaviors and students feeling insecure in their identity as learners 
(Jimenez, 2004). Moreover, by engaging in discussions around social justice and 
analyzing literature, students are able to identify with issues of concern to their personal 
lives. Thus, teachers are creating the opportunity for young children to challenge sites of 
oppressions that they face. 
In understanding the significance of cultural clashes on children’s success in 
school, several studies have documented the use of critical literacy with linguistically 
diverse youth (Fain, 2008; Martinez -Roldan, 2005; Trueba, 1999, Zikafoose, 2009). The 
work of Vivian Vasquez, a notable critical literacy scholar, reveals how young 
linguistically and culturally diverse kindergartener’s in Toronto, Canada can interrogate 
matters of interest to them using a critical literacy perspective (Vasquez, 2001). Critical 
literacy developed as students began to question the practices that often occurred in their 
school that often excluded them. Excluding kindergartners from events (i.e., school café), 
waiting on privileges, and reasons why certain languages were learned at school (i.e., 
why French rather than Spanish) were all issues of concern for these kindergartners. 
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Afterwards, Vasquez and her students began to produce an audit trail of the artifacts from 
their conversations, books read, drawings, and responses. Through this process, children 
became questioners and learned how to exercise their beliefs on a social justice issue of 
interest to them. According to Vasquez (2001), “my role was not to tell the children what 
to think or how to act, but, based on their inquiries, to offer alternate ways of taking 
action and a way of naming their world within the stance they chose to take” (p. 65). 
Similar to Vazquez (2001), Martinez-Roldan (2005) found that contrary to a belief that 
bilingual children are unable to engage in critical discussions, bilingual second graders in 
a Spanish/English bilingual classroom were able to critically discuss gender issues found 
in U.S. society during literature circles. Through these discussions, children learned ways 
to think and use language that connected to common ideologies and the gender ideologies 
of their community (Martinez-Roldan, 2005). Fain (2008) also found that children were 
aware of racially loaded terms such as “wet-backs,” and critical discussions allowed 
children to speak about social injustices. Again, as these studies reveal, children are often 
aware of the differentiation in power that exists, however, as educators, we must allow 
them the opportunity to talk through issues that affect their present situations and future 
development. Although creating spaces is fundamental, teachers must realize that 
negotiating spaces in critical literacy must not be considered an extracurricular item but a 
fundamental component to the classroom agenda, as Vasquez made in her critical literacy 
practice in a pre-kindergarten classroom (Vasquez, 2001).  
Moreover, critical discussions become fundamental as children begin to negotiate 
their identity as immigrant youth in a nation where negative views exist about their 
current place in society. Studies have illustrated that critical literacy discussions often 
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help facilitate Latino/a immigrant youth’s understandings of the multiple communities 
and larger social spaces and their identities. For example, Medina (2010) reported on how 
Latino/a immigrant children responded and engaged with Latino/a focused bilingual 
literature dealing with border crossing. For one student, Francisco, an interaction with 
such critical multicultural texts enabled him to connect his experience to a global 
experience often experienced by many immigrant youth. Moreover, Francisco and other 
participants were able to articulate how border crossing affected their identities and their 
relatives. Thus, this study showcased how young children are able to construct their 
literate voices, maintain conversations with peers and teachers, and answer their own 
questions to larger social issues.  
Gap in the Literature on Addressing Immigration through Critical Literacy 
In examining the role that critical literacy plays in classrooms, there appears to be 
a number of studies that examine how such a perspective benefits learners in thinking 
about the use of language and ideologies in social spaces. However, very few studies 
examine the role that a critical literacy perspective plays in informing children of 
immigrants in their understanding of social issues such as immigration. Moreover, only 
recently, have scholars began to look at how the tenets of critical literacy may play out in 
online spaces with young learners (Felderman, 2010). Therefore, a primary intention of 
this study was to add to the already extant literature on critical literacy and diverse 
learners and to fill the present gap by using a critical literacy perspective in a computer 
mediated communication space such as a blog.  
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Summary of Critical Literacy Research  
A review of literature on critical literacy practices has shown that interrogating 
and deconstructing texts in terms of its discursive themes, provides evocative literacy 
experiences for learners. Moreover, critical literacy practices enable non–white students 
to understand the potential silencing of race in children’s literature and enable them to 
problematize and reconstruct whiteness in relation to justice (Rogers & Mosley, 2006). 
Despite the appropriateness of critical literacy research through literature discussions, it 
should be noted that many studies related to critical literacy fail to recognize young 
culturally and linguistically diverse learners and children of immigrants in elementary 
settings. While the selective studies from above do associate with young children of 
immigrants deconstructing texts associated with their daily experiences and experiences 
of their families (e.g., gender, social topics, race, border crossing), few studies examined 
the social issue of recent immigration policy shifts and the punitive remarks made 
nationally through reading critical multicultural literature. According to Medina (2010), 
students’ discussions around local and global discourse can create rich experiences 
between texts, their identities, and their personal trajectories. In understanding that 
critical literacy is a means by which readers are able to redesign and reshape the world 
(New London Group, 1996), it is imperative that I as an educator provide my students 
with the necessary tools to respond to social problems in a democratic manner. Therefore, 
I must embark on a task as a researcher to implement what Luke (2012) calls an 
“educators’ professional ingenuity in navigating the enabling and disenabling local 
contexts of policy” (p. 9). Thus, through my study I intend to fill the present gap in the 
critical literacy research literature with young Latino/a children. 
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Computer Mediated Communication  
In identifying key scholars and characteristics associated with a critical literacy 
research, I now turn to discussing multiliterate practices (e.g., online chat, e-mail, instant 
messaging, blogging) or computer mediated communication, that afford learners an 
opportunity to participate in a democratic practice. This democratic practice involves 
engaging with texts and new media in what some define as multiliteracies (New London 
Group, 1996). In understanding that educators need to provide authentic spaces in order 
to prepare students for participation in global practices and communication (Larson, 
2006), we must look at the value that technology has for teaching and learning. Despite 
an abundance of research literature on the technological practices in college and 
secondary settings, research with young children is beginning to recognize how such 
practices aid learners in becoming literate across a variety of discourses (Gee, 1996). 
Thus, the present section examines the role that technology plays in students’ learning, 
literacy practices, and identity in and out of classrooms.  
Computer-Mediated Literacy 
Learners today are surrounded by an array of technological advances that shape 
how information is presented, assessed, and shared. In most classrooms, the computer in 
itself is no longer a major advancement, but new technological advancements (e.g., iPad, 
iPod, Smartboard) and new digital literacies offer learners a way to interact with one 
another in and out of school. Therefore, technology and multiliterate practices have the 
capability of bringing a number of dynamic experiences to the lives of immigrant 
children. 
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In order to fully understand the extent of children’s use of multiple literacies, the 
practices that they embark on outside the classroom needs to be examined. Similar to the 
knowledge and resources students hold in their home environments, many educators are 
not aware of the importance of online communities in helping students access the same 
cultural capital of their English speaking peers. When young elementary learners are 
provided the space via asynchronous communication to discuss literature, they have 
demonstrated their ability to deeply respond to literature and share their opinions and 
ideas with their peers (Larson, 2006). Although there appears to be a gap in studies 
devoted to younger culturally and linguistically diverse children’s use of literacy 
practices via online communities, a number of researchers have demonstrated its 
popularity among adolescents from diverse backgrounds. In Lam’s (2000) study of one 
ELs use of online –chat communication between his second language peers, Lam found 
that this Chinese student had a number of frustrations over his lack of proficiency in his 
oral and written English skills and placement in remedial ESL courses. However, this 
student, Almon, began to develop a sense of belonging among his peers as he shared his 
concerns of his English skills in a nonthreatening environment. This student’s continued 
online communication with peers reconstructed his identity as a language learner and 
increased his oral and written fluency. Corroborating Lam’s (2000) findings, Duff (2002) 
and Black (2009) likewise found that learners reconstructed their identity as they drew on 
several pop cultural resources. According to Hagood (2008), learning how to alter their 
identities by conversation allowed students to juggle and manipulate multiple 
conversations simultaneously. Additionally, asynchronous communication has provided 
linguistically diverse learners with a space to share their knowledge of several different 
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genres, languages, and modes of communication. In Yi’s study (2007) of a female 
adolescent’s use of multiliteracies, she demonstrated that U.S born participants have the 
ability to code switch between languages and use their linguistic knowledge to compose a 
variety of texts (i.e., poems, novels, short stories). Here Yi shows that linguistically 
diverse adolescent participants have the capability of composing and discussing 
meaningful text when provided a nonthreatening environment. In thinking of how 
asynchronous communication and online communication has benefited older adolescent 
and college level culturally and linguistically diverse students, this study seeks to use a 
form of online forum in which young learners from diverse backgrounds may assess 
communication. Thus, the next section provides a detailed discussion of how blogging as 
a technological tool has the capacity to enable ELs to share their personal knowledge as it 
relates to the literacy texts they discuss.  
Blogging 
As the need to employ a critical literacy approach is fundamental to classroom 
discussions for children, it is important to continue to provide spaces for talk for diverse 
learners through different modalities. The usual guided reading group, read-alouds, 
response journals, and literature circles are all avenues and spaces where students can 
critically approach issues. However, there is a need to provide students a place where 
they can have an equitable opportunity to share their thoughts aligned with the present 
changes in the way young children encounter literacy.  
With new literacies changing the way children encounter texts, it is important to 
offer students the opportunity to communicate using a variety of formats. One format is 
blogging. A blog is an editable webpage with posts that are organized chronologically 
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(Zawilinski, 2009). With the awareness that our world is ever changing, blogging is not 
only available to adults but also to young children. Not only bridging a gap between in- 
and out-of-school literacies, blogging allows young children to build online reading 
comprehension skills. Additionally, blogging provides a number of positive experiences 
for linguistically diverse students in writing. As Hirvela (2007) suggests, L2 learners also 
need a space to gain competence in writing. “Because these rules and conventions …may 
vary considerably from …student’s native language, [it] is often difficult for students to 
learn directly through explicit instruction” (p. 112). Hirvela indicates that the writing 
classroom can offer L2 learners meaningful exposure in the target language (Hirvela, 
2004). This meaningful exposure may come by way of reading, writing, and speaking 
online using a computer – mediated discourse practice such as blogging. Computer – 
mediated discourse (CMD) is sometimes criticized for its replacement for traditional 
classroom discussions; however, some teachers and families can view blogging as a way 
to give students the cultural capital needed to survive in a more technologically advanced 
society (Bloch, 2011). Additionally, a blog site allows the “broadening for student 
writing and thinking, providing a space for collaborating outside of the typical classroom 
discussion, problem solving on the Internet, and learning to communicate safely” 
(Zawlinski, 2009, p. 652). Blogging also gives students an opportunity to express 
themselves in a way which will make them feel comfortable, which is not always 
possible in a classroom setting (Bloch, 2011, p. 159).  
Several scholars have noted the benefits of blogging with adolescent and college 
level students (Block, 2007; Bowers – Campbell, 2011; Liew, 2010; Sowa & Schmidt, 
2012; Stevens & Brown, 2011). The literature associated with blogging by adolescents 
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and college level students have supported the value of blogging with Asian English 
Language Learners identity construction in an after school read, talk, & WIKI site (Choi, 
2009), generating ideas for academic writing (Bloch, 2007), and negotiating meaning 
responses to texts students are struggling to make sense (Bowers–Campbell, 2011). 
However, a common thread among the scholarly literature around blogging with both 
culturally and linguistically diverse students and native speakers of English is the level of 
engagement and sense of harmony learners feel in participating on a blog.  
In a study conducted by Liew (2010), the investigator found that a 15 year old 
Singaporean boy enacted a form of resistance in his blog of his teacher’s authority by 
opposing and critiquing his teacher’s instructional practice. Although this young man 
showcased no signs of resistance within the confines of the classroom walls, Liew found 
online communication spaces to be a space of resistance of their teacher’s instructional 
practices. In similar sites where EL college students use blogging as a tool for discussing, 
blogging has enabled participants to develop a sense of community among members and 
negotiate texts meanings. In a study conducted by Bowers–Campbell (2011), in a 
community college in the southeast portion of the U.S. with non–EL college level 
students, Bowers–Campbell discovered that when college students responded to self- 
selected texts online in a hybrid approach (a mixture of face to face and online), 
participants felt comfortable expressing their ideas in a virtual world and openly 
discussed their sense making of texts by sharing their personal interpretations. In one 
high school classroom in a suburban school with non–EL participants, West (2008) found 
that students often enacted common traditional digital expectations (e.g., use of informal 
language, use of abbreviations, and relaxed stance); however, their situated identities 
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continued to deeply engage them in the literature by engaging students in a metacognition 
of literature as they evaluated characters, defended theories, and described their reading 
process.  
In understanding the value of introducing blogs into secondary and college level 
classroom, researchers and teachers have examined its contribution to elementary 
classrooms with ELs in the areas of reading and writing. Due to the increased level of 
participation facilitated by the use of blogs, several scholars have noted similar benefits 
in its use with young children. The literature associated with blogging by elementary ELs 
have supported the value of blogging for empowering young writers to share passions, 
interests, and opinions with peers (McGrail & Davis, 2011), expand use of semiotic 
repertoires (Shin, 2009), discuss texts of interest (Cowan, 2008), and use constructive 
writing feedback from peers and teachers to help organize thoughts, refine writing details, 
and take pride in writing a final product (Drexler, Dawson, & Ferdig, 2006).  
Much of the work with elementary level students and blogging has centered 
around writing. This is due to how new technologies has changed the way we write and 
think about writing (Merchant, 2005). For this reason, scholars have begun to examine 
and explore how writing on a blog affords young learners to take ownership of the 
writing process. McGrail and Davis (2011) demonstrated that blogging offered young 
non–EL students in a fifth grade classroom in the northern portion of a southern state a 
space to refine their ideas for writing. Students were asked to reflect on how blogging 
helped to advance their literacies. An examination of students’ writing before blogging 
revealed the focal participants lacked a sense of audience and voice and often read like a 
list of disjointed ideas. The blogging teacher provided a scaffold to students through the 
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blog on how to make their writing come alive. Through blog posts students discussed 
with wider audience topics of importance related to developing their writing (e.g., using 
descriptive words, linking words, sustaining dialogue). Findings revealed that the 
constant reflection and sense of a wider audience with their community of peers 
developed online, manifested in growth in fifth grade students’ writing development as 
noted by the post writing samples of focal students.  
Similarly in a dissertation study by Shin (2009), second grade EL students in an 
urban elementary classroom in mid-size city in the eastern portion of the U.S. learned to 
use blogging as a tool to include others in their writing. Although McGrail and Davis 
used a blogging as a means to scaffold, Shin’s (2009) dissertation study allowed second 
graders to get direct feedback from peers about their recounts and persuasive writing 
pieces. A prominent finding of Shin involved the increase use of linguistic features 
suggested by peer, teacher, parents, family members, and others. Therefore, a broader 
audience encouraged students to attend to their linguistic choices used in their writing. 
Moreover, an unintended result of including the blog was that a few parents were also 
able to recount their personal stories as their children interacted with blogs outside of the 
classroom; thus, providing a possibility of including students’ funds of knowledge (Moll 
et al., 1992) in the classroom.  
Recently blogging experiences have been taken up by pre-service teachers 
discussing critical multicultural literature in their own classrooms. In study conducted by 
Stevens and Brown (2011), the authors found that blogging had the potential to enhance 
two pre-service teachers knowledge of how technology could be infused with critical 
multicultural literature. Thus, these two pre-service teachers who were sometimes 
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resistant to its use began to notice how the interactive space of blogging could possibly 
encourage students to read, write, and respond to themes in texts. Thus, through the use 
of a digital practice, pre-service teachers learned the transformative nature of the use of 
blogging in the classroom with students.  
Thus, in a blog young children are afforded the opportunity to ask critical 
questions, summarize, and synthesize across different multicultural texts. This makes 
blogging a great place to explore and enact a critical framework. Therefore, the present 
study sought to provide third grade Latino/a ELs with the opportunity to discuss the 
social issue of immigration through blogging and use it as a transformative space similar 
to adolescent and college level ELs.  
Gap in the Literature on Computer-Mediated Communication with Children 
Despite the present research, there appears to be a lack of studies examining the 
use of blogging with the specific goals of reading and writing in mind. Additionally, an 
enhanced level of motivation and engagement is observed with peers due to the new 
sense of community and audience created through developing a classroom blog. Few 
studies have examined how an intentional use of critical literacy and critical multicultural 
literature can help young ELs enrich their understanding of texts and negotiate meanings 
they are grappling with in stories. Therefore, the current line of work intends to fill the 
present gap in the literature by demonstrating how both discussing literature face to face 
and online may engage readers in the reading process and increase the number of 
personal connections between texts to develop a higher understanding.  
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Summary of Computer-Mediated Communication  
An examination of literature associated with computer mediated communication 
and blogging reveals that a number of studies have examined its benefits with young and 
older learners. Moreover, a number of scholars have examined the benefits with ELs. In 
using blogging as a tool in literacy instruction, several scholars appear to recognize that 
there is an increase engagement and motivation among ELs when used in the classroom. 
Moreover, some studies have examined the direct influence of blogging on academic 
(e.g., writing) and social goals. Therefore, blogging appears to have positive associations 
with ELs literacy development in the area of reading and writing.  
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CHAPTER 3 
METHODOLOGY 
The previous chapter discussed relevant studies related to this dissertation study. 
This chapter provides a detailed explanation of how this study unfolded and the rationale 
behind methodological decisions made. This case study explored the nature of the literate 
practices of Latino/a third grade students engaged in traditional reader’s workshop 
discussions and blogging around critical multicultural literature where immigration issues 
are discussed. The questions guiding my exploration include: 
1. How does reading critical multicultural texts around immigration issues and 
discussions in computer – mediated discourse communities help children 
make meaning of a larger social issue like immigration? 
2. How do children use computer mediated discussions to deepen their 
understandings of literature? 
The guiding research questions for this dissertation study warrant a case study 
approach as a method of design. Thus, in the following section, I intend to begin with an 
explanation of a case study method approach. Next, I provide a detailed description of the 
context and participant selection. Then, I discuss my role as a researcher and how my 
current position as the primary educator of participants within the study may bear on the 
findings. Next, I discuss my method of data collection, data analysis, and data quality 
procedures to address issues of validity and trustworthiness. Finally, I discuss the 
limitations of this dissertation study.  
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A Qualitative Case Study Approach  
The study explored the nature of the literacy practices of Latino/a third graders 
engaged in whole group read-aloud literature discussions and blogging around critical 
multicultural literature where immigration issues were discussed. In understanding Lave 
and Wenger’s (1991) idea of community of practice and how learning is a function of the 
learning activities, culture, and the context of participants’ environments, a 
methodological approach that detailed and provided a rich description of students’ 
meaning making was warranted. Thus, I have chosen to ascribe and use a qualitative 
perspective that provides a “thick description” (Geertz, 1973; p. 6) of participants’ 
literacy practices within a defined context (Merriam, 1998; Yin, 2009). According to 
Denzin and Lincoln (1994), qualitative researchers strive to study people in their natural 
settings. They make sense of phenomena by examining the ways participants bring 
meaning to them. Yin (2009) states that a case study investigates a phenomenon in-depth 
within a context; for this reason, a case study approach was suitable for this research 
because it allowed me to extensively explore each participant’s meaning making and 
literate practices with more depth. In using a case study approach, I chose a method that 
is descriptive and non-experimental (Merriam, 1998). According to Creswell (2009), 
“case studies are a strategy of inquiry in which the researcher explores in depth a 
program, event, activity, process, or one or more individuals” (p. 13). In seeking to 
understand the meaning making and literate practices by third grade participants, I 
gathered data as the class discussed socially significant issues related to immigration 
during read-aloud and blogging. To further my understanding of the impact of critical 
texts on students, I selected three focal participants to examine in-depth their 
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participation within the study. Therefore, I expanded a case analysis of read-aloud 
discussions and blog discussions by third grade students to a cross multiple case analysis 
of my three focal students.  
A case study approach, fundamental to literacy research, affords a more heuristic 
description of bounded systems (e.g., child, teacher, classroom). Earlier case study 
research work centered on the individual and his/her interaction with texts (Duke & 
Mallete, 2011); however, during the 80s’ the literacy field witnessed a change as research 
began to focus on the complexities of life in communities. Readers were able to 
understand through the rich descriptions how the community and home experiences 
related to the school success of children. During the 90s’, researchers began to focus 
more on diverse families as a case. Purcell-Gates (1993) used a more critical stance in her 
case study of a mother and child. Purcell-Gates’s case study approach afforded readers a 
way to understand how schools within Cincinnati where Appalachian families had 
migrated discursively condemned parents who struggled to support their children in 
school. During the 2000s’ and presently, scholars like Compton-Lilly (2006) use a case 
approach to revisit students of her earlier work in Reading Families, to showcase literacy 
learning over time using a case approach. It is the work of qualitative literacy scholars 
such as Compton-Lilly and Heath (1983) that has guided me to continue to examine the 
lived experiences of my students from diverse backgrounds.  
More importantly, it is through their research and my own cultural experiences 
from an African American family that I strive to understand how teachers may respect the 
cultural and linguistic practices of children. Similar to Dyson’s work, which looks at the 
literacy experiences of young children around writing, my goal in this study is to 
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document how children of color --more specifically, English Learners whose families 
have been shaped by the discursive practices of newly enacted immigration laws-- come 
to make sense of power structures while reading texts. More specifically, I wish to 
examine how reading critical multicultural texts around immigration issues and 
discussions in computer-mediated discourse communities helps children make meaning 
of a larger social issue like immigration. Dyson and Genishi (2005) argue that the goal of 
some case studies is to examine how an issue means when socially enacted. Thus, 
exploring how related social issues contribute to meaning construction when it is socially 
enacted in a classroom context was a purpose. Dyson and Genishi’s findings emerged 
from the social practices of the class under study. Thus, for the current study, the case of 
interest is the third grade students and their literate practices, while the phenomenon is 
their blogging and read-aloud discussions around critical multicultural literature.  
Researcher Roles 
I played two equally significant roles in this dissertation study: a researcher and a 
primary educator of student participants. In the role of researcher, I strived to ensure that 
the study was carried out with fidelity and data were systematically collected and 
analyzed. However, my alternate role as the primary teacher must also be considered. 
Below I describe how I navigated between the dual roles and how my own cultural 
background as an African American influenced this study.  
My research interest in the literate practices of culturally and linguistically diverse 
learners developed while teaching in a public elementary school. My role as a researcher 
is equally important to systematically reporting data. Highlighting my position can lessen 
the subjective nature of my data reporting. Merriam (2009) suggests explaining one’s 
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bias is a means to clarifying for readers how the researcher arrives at a particular 
interpretation. Since I was the primary researcher of the read-aloud discussions during a 
component of our reader’s workshop and blog, I must realize the biases I brought to the 
study. First, as the researcher I had to allow room for my participants to reveal 
themselves through discussions without a feeling of judgment. Thus, as a researcher I 
tried to be mindful of my personal opinions and biases to afford children the space to 
share their stories without regret. Secondly, as a researcher I had to reconsider any 
feelings towards participants experiences in order to capture their stories with integrity.  
My role as the primary teacher in this third grade classroom presented 
subconscious biases; however, my role also provided a unique relation to the study’s 
participants. As the classroom teacher, I brought an understanding of the unique 
population under study. As an educator in this context for the last seven years, I created 
lasting relationships with students as a member of several teams working closely with 
families. Students and families have revealed confidential information about their lives to 
me in the past. Thus, an advantage of being the classroom teacher is that I had already 
established a positive rapport with my participants, which enabled a more open space to 
respond. Moreover, in establishing a responsive classroom environment in the initial 
months of schooling where reading and writing workshop guidelines had been set, the 
foundation for this study was lain. Not having to build rapport and familiarize students 
with the nature of discussions lessened the incidence of not capturing the phenomenon or 
meaning-making as it unfolded in read-aloud discussions and students’ blogs. However, 
it must be noted that despite the level of rapport, my dual role as the classroom teacher 
and participant observer in itself may have somehow changed the reality of the 
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phenomena under study because of my interpretation of findings. Since the setting is 
central to the data, many researchers spend a considerable amount of time in the context 
under study as a participant observer (Bogdan & Biklen, 2007). Yin (2009) identifies a 
participant observer’s manipulation of events as a weakness; however, a strength of such 
role is the ability to become insightful into participant behaviors and motives.  
A researcher’s approach often derives from his or her personal orientation. Being 
an African American researcher and teacher of young minority third grade Latino/a 
children offered a unique contribution to the study. Born in the southeastern portion of 
the United States to a working class mother, father, and step–parents, I understand the 
personal struggles that many of my working-class children encounter on a daily basis. 
Moreover, as an African American, I am always aware of the role of my cultural heritage 
and the struggles of African American men and women throughout history. As a child, I 
can remember vividly my mother telling me the history of Richard Allen, founder of the 
African Methodist Episcopal Church and seeing her role-play Sojourner Truth and other 
African American historical figures in church plays. Hearing my mother’s struggle for 
integration is a constant point of discussion with my students as I discuss critical 
multicultural texts related to racial discrimination and civil rights. Explaining my 
background here does not suggest that my racial background qualified me to conduct this 
study or substantiates me as an expert with my students, but only demonstrates how my 
dual role somehow reduced the incidence of participants not detailing parts of their 
personal story and identity. It is my role as an African American teacher that has opened 
up the classroom as a community, where students can share their struggles. It was helping 
newly single parent families fill out forms to obtain social services, children writing 
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letters to judges in justifying why the undocumented parent is needed, and hearing the 
stories of not just one, but many others, that led me to not just teach within a critical 
literacy framework, but do research. Thus, the impetus behind this study was created.   
As a teacher and researcher, I must note that I am also considered an outsider. 
Regardless of understanding my participants’ viewpoints, I can never understand their 
stories entirely. Thus, their unique stories as Latino/as encountering struggles under 
newly enforced immigration mandates are their own. For this reason, my participants are 
the experts on the issue of immigration, and not myself. My position was to objectively 
listen to and co–construct their discussions in a manner that would reflect the true nature 
of their reality. 
Research Context and Participant Selection 
In this section, I provide a brief overview of the context in which my study takes 
place and the participants who participated in this study.  
Maxwell Elementary School (all names are pseudonyms) is located within a small 
suburban community in the southeastern portion of the United States. With a current 
population of 35,000, the community experienced a growth during the years of 2000 and 
2011. This growth is attributed to the number of individuals employed by the local 
industry that serves communities nationwide. However, due to economic decline, the per 
capita income was $34,922 in 2010, $4,000 below the state’s per capita income. Ninety 
percent of Maxwell’s students qualified for free or reduced lunch during the year of the 
study. This placed the school under Title I’s Provisional 2 category, which allows all 
students attending the school to eat for free. In the 2012-13 school year, approximately 
765 students (pre-K-5
th
) attended Maxwell Elementary. The student demographic for that 
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year was as follows: 85% Latino/a, 1% Asian, 3% African American, 10% White, and 
1% biracial. As the numbers suggest, the school serves a number of students from 
immigrant families; although many of Maxwell’s students are U.S. citizens. Twenty–five 
percent of the students receive English as a Second Language services.  
The setting for this study was my own classroom, a 3
rd
 grade classroom during the 
Spring of the 2012 – 2013 academic year. According to Stake (1994), if qualitative 
research draws upon a case study methodology, a primary importance is participant 
selection. Therefore, the study used a purposive sampling method. Although I used 
purposive sampling, which can be seen to have limitations, my rapport with students and 
families provided for the potential to obtain an in-depth understanding of students’ 
knowledge of social issues related to immigration. Moreover, purposive sampling is used 
in “qualitative research which is informed a priori by an existing body of literature in 
social theory” (Curtis, Gesler, Smith & Washburn, 2000). The selection criteria for this 
study includes students who were in a “mixed status” family, had use of Internet, and 
obtained parental consent to participate.  
The participants in this study were the students in my instructional site of 
Maxwell Elementary. Parental and child consent were obtained from all 20 participants. 
At the beginning of the 2012–2013 school year, 20 third grade students were enrolled in 
my classroom. Of the 20 students, 7 were considered English Speakers of Other 
Languages (ESOL) monitored students and received academic and testing 
accommodations under the ESOL program. Four students received gifted services. The 
student body racial and ethnic makeup included 90% Latino/a (Mexican heritage), 5% 
Black, and 5% biracial. Students’ ages range from 8 to 9 years of age.  
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Table 1 
Participant Description 
Participant Age Country of Origin Parent(s) Country of 
Origin 
Jose 9 U.S. Mexico 
Sam 9 U.S. Mexico 
Bradley 9 U.S. El Salvador 
Joy 9 U.S. Mexico 
Phillip 8 Mexico Mexico 
Patricia 8 U.S. Mexico 
Mark 9 U.S. Mexico 
Ciara 8 U.S. (African – 
American) 
U.S. (African – 
American) 
Maria 8 Mexico Mexico 
Arielle 9 U.S. Mexico 
Jesus 9 U.S. Mexico 
Andrea 9 U.S. Mexico 
Miguel 9 U.S. Mexico 
Sara 8 U.S. Mexico 
Laura 9 U.S. Mexico 
Sophia 8 U.S. Guatemala (mother) 
El Salvador (father) 
Francisco 9 U.S. Mexico 
Joseph 9 U.S. (Biracial) U.S. 
Araceli 8 U.S. Mexico 
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Data Collection and Procedures 
In this study, I collected data from multiple sources in an effort to answer the 
identified research question. A variety of data sources enabled me to gather detailed and 
in-depth descriptions of my participants and their meaning-making of texts. Data sources 
included: student writing samples (e.g., reader response journals, response to sketch to 
stretch invitation, and response to illustration), students’ blog posts, audio recordings and 
transcripts of read-aloud discussions and individual interviews, and field notes of 
classroom observations (e.g., student interactions and student reactions to texts).  
Overview of Third Grade’s Academic Schedule 
All of the third grade teachers at Maxwell followed the same schedule. Table 2 
shows the basic schedule I followed during the instructional day. 
Table 2 
Third Grade’s Academic Schedule 
 
Time Subject 
8:25 – 10:05 Math 
10:05 – 11:00 Writing Workshop 
10:55 – 11:55 Word Study, Interactive Edit 
11: 58 – 12:18 Lunch 
12:20 – 12:40 Recess 
12:40 – 1:45 Read-aloud/ Reader’s Workshop 
1:45 – 2:25 Science/ Social Studies 
2:30 – 3:20 Specials – Art, PE, Music, 
Guidance, Media, Computer 
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 The data selected for this study focused on the period of time in which 
participants were engaged in whole group literature discussions and blogging during 
daily reader’s workshop. In the next section, I detail the events that occurred during the 
whole group and online reader’s workshop. I provide a brief description of the context 
and the sources of data collected.  
Read-aloud Time, Critical Multicultural Texts, and Blogging 
Read-aloud discussions played a central role in my classroom. During read-aloud 
time, students gathered on the carpet in a semicircle in the community area to listen to 
selected texts. The read-aloud began with a book introduction from me and then was 
followed by the reading of the text. I periodically stopped throughout the read-aloud in 
order to: pose questions; provide for response and discussions to posed questions; allow 
students to provide personal responses; and engage in “turn and talk” discussions, where 
students turn to a neighbor to discuss a posed question.  
For this study, I read a number of critical multicultural texts focused specifically 
on issues of immigration. Table 3 details a list of stories read during the course of this 
study. These stories offered students an avenue to discuss power differentials, 
sociopolitical relationships, and taken-for-granted assumptions about immigrants. A new 
title was selected at the beginning of each week, with one story lasting a two-week span 
of time. The text, a picture book, appropriate in length for a third-grade reader, was read 
in its entirety during the reader’s workshop meeting over the course of one to two days on 
average. Following the read-aloud time, the books were made available in the classroom 
library and near the classroom computers so that students could return to them for further 
reading and to support their online discussions. 
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I selected a number of titles identified as critical multicultural literature for 
participants and me to read together during whole group read-aloud discussions. My 
criteria for selecting titles included the following:  
1. Literary works that focused on Latino/a and/or Mexican American 
characters. By selecting stories involving Latino/a characters, my students 
could relate to the personal life experiences of characters.  
2. A recurring theme of immigration. Reading a text with a direct link to 
immigration focuses the conversation on issues related to immigration. 
According to Bomer and Bomer (2001), when teachers select texts that 
they believe will evoke critical conversations, they make it easier for 
students to critique such texts rooted in critical issues.  
3. Texts identified as picture books. Due to the grade level and age of 
participants, it is warranted to use literary works that help participants 
grasp the meaning of texts with ease. Therefore, picture books were used 
so that readers could construct meaning from both the texts and 
illustrations. 
4. Literature selections mostly authored by Latino/a authors. In selecting 
texts authored by cultural insiders, it is believed that the stories and 
experiences of characters may accurately portray the life experiences of 
many Latino/a families. The exception to this was Harvesting Hope by 
Kathleen Krull. I chose Krull’s work due to the poetic nature of its 
language and vividness in biographic information which depicts the 
courageous life story of Cesar Chavez. Moreover, the touch on socio-
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cultural issues allowed readers to engage in discussions around topics 
dealing with:  
5. Literature selections are published within the last ten years. In an effort to 
ensure that the experiences of characters related to the current issues 
occurring with immigration policies, recent picture book publications were 
selected. Again, an exception occurred in the selection of the text, America 
is her Name (Rodriguez, 1998), which was published in 1998. Despite not 
following the criteria set forth in selecting timely literature for this study, 
the clarity of the events which recount the struggles and complexity of 
living and becoming educated in a monolingual urban environment for an 
immigrant young girl allowed me include this text within this study. 
Although critical multicultural literature was used as the primary focal point to 
initiate discussions around immigration, videos, images, and speakers were added as 
additional material depending on its relation to the texts read and immigration topic of 
discussion (see a full list and description of multimodal resources used in this study in 
Appendix B).  
During the read-aloud of these stories, I audiotaped each meeting using both a 
digital recorder and iPad recorder. Students were provided with a book introduction of 
the texts. Intermittently throughout the reading, I stopped to ask students questions and 
allowed for responses. Each audiotaped recording of read-aloud discussions was 
transcribed afterwards. Additionally, I kept a researcher’s journal to detail my reflections 
of the read-aloud and possible follow-up questions for the next meeting.  
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In addition to meeting participants face to face during whole-group read-alouds, I 
facilitated an online discussion on a blog for students in the classroom on Kidblog.org. 
Kidblog.org is a trusted website designed specifically for K-12 teachers to implement and 
facilitate blogging in their classrooms. I provided each student with a username. Students 
created an undisclosed password to enhance the security of their information. Prior to 
implementing the blog for the study, students were given numerous opportunities to 
examine weblogs, blog on paper, and participate in discussions about online netiquette.  
Following the read-aloud discussion, students were asked to write responses to the 
literature in their reader response notebooks and on the blog site. The reader’s response 
notebooks were a common component of our daily reader’s workshop and curriculum. 
Students’ responses in notebooks were not constructed by prompts; rather, they were 
based on their personal reactions to the text and summary of reading. The blog site often 
had questions that students brought up in the discussion as starting points for their 
writing. Discussion prompts were constructed around issues that resonated with students 
and questions asked by students during the read-aloud discussions (see Figure 1 and 
Figure 2). As a result of my observations, I posed questions that needed additional 
elaborations from the face-to-face read-aloud meetings. Discussion prompts on the blog 
were constructed in a manner to encourage students to make a variety of connections 
(e.g., text to text, text to self, and text to world) (Rosenblatt, 2005). Students also posed 
questions for further elaboration from discussions (see Appendix C for a full list of 
prompts). To enhance the discussion and ensure that each student had the opportunity to 
participate, I asked student participants to respond to the initial prompt and to respond to 
two other peers during the week. In an effort to give students ownership of the blog and 
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develop autonomy in their participation, no requirement was placed on how many times 
they would need to blog. 
 
Title Description 
 
Table 3 
Critical Multicultural Literature Themed Texts 
Let’s Go See Papa (2011) 
Lawrence Schimel 
 
The story of a young girl who 
understands what it feels like to have an 
absent father and leave their home 
country and loved ones.  
 
Harvesting Hope (2003) 
Kathleen Krull 
 
The story of Cesar Chavez and his 
dedication to fighting for migrant 
worker’s rights. 
 
Waiting for Papa (2004) 
Rene Colato Lainez  
 
The story of a young boy who envisions 
his father return to the U.S. 
America is her Name (1998) 
Luis J. Rodriguez  
 
An unhappy girl named America is 
inspired to express her emotions through 
poetry after dealing with an intolerant 
teacher and realistic problems of an 
urban environment. 
 
That’s Not Fair:Emma Tenayuca’s 
Struggle for Justice (2008) 
Carmen Tafolla  
 
The true story of Emma Tenayuka, a 
Mexican American woman, who fought 
for the rights of pecan shellers during 
the 1930s. 
  
My Diary from Here to There (2009) 
Amada Irma Perez  
 
 
The fears, hopes, and dreams of a young 
girl immigrating to the U.S. with her 
family from Mexico are chronicled. 
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Figure 1: Teacher created blog for Waiting for Papa text on Kidblog.org 
 
Figure 2: Teacher-created blog on CBS documentary about migrant labor on Kidblog.org 
Although I constructed prompts and facilitated the discussion as the researcher, it 
was intended that students would take ownership of the blog. Thus, they were encouraged 
64 
 
 
to blog with their peers during the school day and out of school at an accessible 
computer. Students were provided many opportunities to blog while at school including 
before school started, after completing independent assignments, and during independent 
reading time during reader’s workshop. Each student, regardless of having use of a 
personal computer at home or elsewhere, had opportunities during the school day to 
communicate with peers. In order to analyze students’ online discussions, texts were 
copied and pasted into a Word document.  
To ascertain students’ feelings about participating in blogging and the meaning 
making, I conducted interviews with three focal participants (see Appendix A). Focal 
students were selected depending on the amount and frequency of discussions on the 
blog, use of language to discuss literature and immigration practices, engagement with 
blog, and how they constructed meaning of texts and real world immigration practices. 
Data Sources 
 I collected the following data sources from read-aloud and blog discussions in 
order to understand how students construct meaning of and respond to texts with 
prevailing issues related to immigrant experiences and immigration in context.  
Field notes. The notes consisted of my comments and observations of discussions 
before, during, and after read-aloud time. During and immediately after reader’s 
workshop meetings, field notes were taken to record students’ words as they engaged in 
discussions and activities resulting. Notes also contained my initial analyses and 
preceding and forthcoming questions. Therefore, the researcher’s field notes captured the 
following: a basic description of the classroom, participants’ interactions with one 
another, participants’ interactions with me, engagement with literature, engagement with 
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peers while blogging online, anecdotal and personal comments on events, reflections, and 
next steps. In order to properly note emerging themes, field notes were reread repeatedly 
throughout the study in order to provide an accurate interpretation of findings. Audio 
recordings were another layer to the data. 
Audio recordings of literature discussions. Recordings of read-aloud 
discussions were collected. Recordings were transcribed to detail emerging themes. 
Transcriptions were revisited periodically throughout study to accurately interpret 
findings. 
Artifacts. Artifacts from the reader’s workshop were collected throughout the 
study. Artifacts from face-to-face meetings included sketch to stretch responses, visual 
responses, response journals, and lesson plans. However, due to time constraints, I only 
analyzed data collected from audio discussions and online discussions.  
Student blog posts. Student blog posts were copied and pasted periodically in a 
Word document. Transcriptions were reread periodically to obtain emerging themes and 
questions needing further elaboration.  
Student interviews. Based on initial analyses and emerging themes, interviews 
were conducted with focal students. All interviews were audio-taped and transcribed after 
subsequent sessions using iRecorder on an iPad and a digital recorder. Both recordings 
were downloaded and deleted from their original sources. The interviews were conducted 
to understand the nature of students’ engagement with literacy practices. More 
specifically, I highlighted students’ engagement with the blog, engagement with the text, 
use of language, and understanding of policies after blogging (see full list of interview 
questions in Appendix A). As noted through my description of data sources, the current 
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study utilized multiple sources of data and follows systematic procedures in order to 
validate the researcher’s interpretation. In the following section, I highlight my data 
analysis procedures.  
Data Analysis 
I analyzed data sources from a sociocultural perspective and then through a 
critical literacy lens in order to understand participants’ meaning making of a larger 
social issue like immigration. I analyzed data concurrently with data collection. The field 
notes from my researcher’s journal and audio recordings of the whole group read-alouds 
were transcribed immediately after they occurred. Additionally, as I read participants’ 
online blogging transcripts and reread whole group transcriptions and focal interviews, I 
began to use memoing as a technique to capture initial themes.  
After collecting and organizing all data pieces relevant to the dissertation study, I 
used Atlas.ti, a qualitative data analysis and research software, to begin open coding 
(field notes, read-aloud transcriptions, blogging transcriptions, and interview data). Open 
coding (Saldana, 2012) allowed me to use an inductive process of developing codes 
which captured participants’ understanding of texts and discussions. I selected quotes 
relevant to my inquiry; however, I found it was important to code small codable moments 
by carefully scrutinizing action occurring in the data. I used ATLAS.ti coding software to 
analyze the language used by participants themselves as a means of capturing what is 
truly significant to participants. I wrote memos in my researcher’s journal and in Atlast.ti 
during the coding process to help define apparent relationships and themes developing 
from codes. I used the developing relationships to build categories. I also used axial 
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coding (Saldana, 2012) to redefine relationships amongst developed categories and to 
determine their variation among focal participants.  
In order to adequately categorize the emerging themes and patterns, two distinct 
forms of analysis were used: constant comparative method to understand emerging 
themes and a typology to understand the relationship of my data to a critical literacy 
framework developed by Lewison et al. (2002). The constant comparative method of 
analysis involves thinking comparatively to see what are the similarities and differences 
among dimensions and properties (Strauss & Corbin, 1990). To effectively implement 
such an analytic technique, I constantly read and reread data sources collected in order to 
identify themes, categories, and patterns. Thus, the constant comparative method enabled 
me to generate themes that would ultimately reveal the degree to which participants made 
meaning of immigration practices as they transacted with critical multicultural texts and 
text sets over several weeks. Moreover, the rereading of data revealed how students 
became conscious of the benefits of discussing texts using an online communication tool 
such as blogging. In using a constant comparative method through an inductive process, I 
reexamined categories as participants begin to articulate their understanding of 
immigration policies. The last stage of implementing a constant comparative analysis 
involves rereading the data until saturation takes place (Strauss & Corbin, 1967). 
Saturation was reached when redundancy in themes, patterns, and relationships amongst 
and between categories became apparent.  
The second analytic tool consisted of using the four dimensions of critical literacy 
model of Lewison et al. (2002), which is a predefined critical literacy framework. 
Considering a major focus of the proposed study, which is how participants transact with 
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critical multicultural text sets, it is warranted that “researching critical literacies should 
involve methodological actions that push researchers to consider multiple ways of seeing, 
interpreting, and understanding data” (Van Sluys, Lewison, & Flint, 2006). For the read-
aloud discussions and blog, I used Lewison et al. (2002) four dimensions of critical 
literacy model. Thus, I analyzed participants’ literacy practices in terms of “disrupting the 
commonplace, considering multiple viewpoints, focusing on the sociopolitical, and taking 
action” (p. 382). The four dimensions model allowed me to assess if participants’ literacy 
practices align with the aforementioned dimensions associated with critical practices. 
During this deductive process which is theoretically informed by the Lewison et al. 
(2002) four dimensions, the coded data was reorganized to see its alignment with the 
dimensions. Therefore, findings from both the inductive and deductive analysis are 
provided.  
During open coding I labeled sections of the transcripts from whole group 
discussions, blogs, and interviews as quotes bases on the content. I facilitated open 
coding by using emerging topics, phrases of participants, and emotions evoked in the 
discussions as a means to determine how a code would be defined. For example, in a 
discussion around Let’s Go See Papa (Schimel, 2011), students discussed how the main 
character felt when moving to the U.S. to be with her father. Codes for this discussion 
included: moving, nervousness, and sadness based on the predominance of children’s 
language. To further illustrate, table 4 exemplifies how I coded texts based on 
participants’ responses.  
Sample of coded text. Using the excerpt below (see Table 4), I illustrate how I 
used quotes and codes to analyze data in a read-aloud discussion. The excerpt comes 
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from the text, America Is Her Name (Rodriguez, 1998). The data below detail students’ 
discussion around America feeling voiceless within her new school. 
 
First, I coded the text under the code fear to describe the fear of the immigrant 
children in American society. I also coded the line from Joy with the codes language and 
Spanish to also get a sense of how students responded to events within texts when 
characters spoke a language other than that of their teacher. Since the teacher, was a 
central part of this scene in the text, America is Her Name (Rodriguez, 1998), I made sure 
to code teacher as students saw her in being a central figure in America’s self-worth. I 
noted students’ emotional reactions by coding the text as sadness, as Brandon notes, “Its 
because she's from a different country and it made her feel bad and she doesn't like being 
treated unfairly.” I also considered that students recognized that the teacher or authority 
Table 4 
Coding Scheme 
   
   
Code Description Sample Text 
Fear 
 
 
 
 
 
 
 
The fear of the 
immigrant children in 
American society and 
contexts where they are 
present 
T: So she feels like she doesn't want to 
speak. Phillip? 
Phillip: She scared that she won't see her 
home country anymore. 
Laura: She doesn't understand the 
teacher. 
Mark: She scared that she might get in 
trouble. 
 
Spanish 
 
The use of Spanish 
language 
T: So what do you think the author 
means by saying America is voiceless? 
Joy: Because she speaks Spanish. 
 
Sadness Emotional feelings of 
sadness separation 
and/or injustice 
Mark: It’s because she's from a different 
country and it made her feel bad and she 
doesn't like being treated unfairly. 
T: What else? 
Andrea: She is an immigrant 
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figure within the classroom could also present prejudice against a child from coming 
from another country by using the words “she doesn’t like being treated unfairly.” 
 Thus put together, line by line coding became a method for me to set the context of the 
discussion but to also understand students’ understanding of the forms of injustices that 
immigrants and immigrant children experienced.  
During axial coding I organized my code list in the following categories: legal 
issues, economy, separation, injustices, and agency, which emerged from and relate to 
my research questions. 
 Legal Issues. The broad category of legal issues involved quotes and codes 
associated with students discussing their awareness of legal issues associated with the 
immigration process. Codes such as papers, border, and deportation encompass this 
category.  
Economy. I used the broad category of economy/movement to group quotes and 
codes related to participants’ discussion around money and moving/movement across 
U.S. borders. Quotes and codes that dealt with participants’ personal experiences and 
emotional reactions to family members’ struggles with money are described. Participants 
used a variety of methods to speak of their families’ experiences such as describing the 
need to pay bills, access for better employment, and lack of fair pay, or pay inequities by 
employees. The subcategory of moving, which appeared often during discussions of 
money, was a topic of discussion for participants. In the subcategory of moving, I coded 
quotes as better life when students discussed experiences why characters may move or 
why their families wanted to move to the U.S.  
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Separation. Quotes and codes that revealed students’ personal experiences and 
emotional reactions with being separated from family members were noted; in addition, 
their character perspectives related to texts read during the study are noted. In all, a large 
part of the discussion related to the process centered around students’ experiences with 
being separated from family members. Such quotes related to the affect of being 
separated on family, education, and emotional health were defined and labeled as 
separation. Within the category of separation, codes related to moving included missing 
home and missing family. Due to the frequency with which participants discussed their 
personal sadness with being separated from family members, I also coded the ways 
students discussed how they dealt with such separation. Two such ways which were 
largely discussed by participants included writing and waiting patiently.  
Injustices. To understand participants’ experiences with personal injustices and 
their understanding of injustices within texts, I broadly defined the quotes related to such 
discussions as injustice. Participants spoke candidly about their immigrant experiences by 
noting instances of language discrimination and language proficiency within the 
subcategory of language. Students also discussed how such discrimination toward 
immigrants may affect their education and parent’s pay; however, it can also make them 
feel as if they do not belong. Students related many of the negative experiences of 
immigrant children and families within texts and their own personal experiences to that 
of African Americans. Thus, such quotes were coded as African American injustice. 
Agency. The broad category of agency described participants’ reactions to social 
activism within texts and their enactment of agency. As participants read critical 
multicultural literature, they often reacted to texts by noting their new learning around 
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agency by social activists and characters within text. Thus, quotes related to such 
reactions and meaning-making were coded as social action. However, in the process of 
discussing critical multicultural texts, I also noticed students became active agents 
themselves. Thus, I noted instances where students questioned peers, questioned 
character’s actions, and facilitated discussions as shifts in agency.  
Table 5 outlines the aforementioned categories. The codes composing each 
category are shown by either their occurrence during the read-aloud and blog time. The 
frequency with which the code and category occurred are provided.  
Categories and Codes by Read-aloud and Blog 
 Read-aloud Blog Entire Data Set 
Codes under the category Legal Issues 
Legal Issues: Process: 
Authorities 
2 0 2 
Legal Issues: Process: Border 0 1 1 
Legal Issues: Process: 
Deportation 
4 1 5 
Legal Issues: Process: 
Government 
0 1 1 
Legal Issues: Process: 
Immigrants belong 
0 10 10 
Legal Issues: Process: Jail 0 4 4 
Legal Issues: Process: Papers 7 19 26 
Total coded quotes for Legal Issues 49 
Codes under the category of Economy/Movement 
Economy/Movement:Moving: 
Bad Choice 
0 6 6 
Economy/Movement:Moving: 
Better Life 
1 2 3 
Economy/Movement:Moving: 
Culture 
2 0 2 
Economy/Movement:Moving: 
Differences 
6 0 6 
Economy/Movement: Dress 3 0 3 
Economy/Movement:Moving: 5 1 6 
Table 5 
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Fear 
Economy/Movement:Moving: 
Good Choice 
0 10 10 
Economy/Movement:Moving: 
Job 
11 2 13 
Economy/Movement:Moving: 
Language Proficiency  
4 1 5 
Economy/Movement:Moving: 
Moving 
5 5 16 
Economy/Movement:Moving: 
Promises and 
Opportunities 
1 0 1 
Economy/Movement:Moving: 
Spanish 
3 6 9 
Economy/Movement:Moving: 
Travel/Difficult 
3 0 3 
Economy/Movement: 
Moving: Visiting 
2 5 7 
Economy/Movement: Money: 
Bills 
4 1 5 
Economy/Movement: Money: 
Money 
11 20 31 
Economy/Movement: Money: 
Pay inequality 
8 1 9 
Economy/Movement: Money: 
Poor 
2 1 3 
Total coded quotes for Economy/Movement 138 
Codes under the category of Separation 
Separation: Deportation 4 8 12 
Separation: Sadness 4 31 35 
Separation: Waiting 2 3 5 
Separation: Worrying 5 0 5 
Separation: Missing Family 1 4 4 
Separation: Moving: Missing 
Home 
1 0 5 
Separation: Moving: 
Separation 
8 7 15 
Total coded quotes for Separation 81 
Codes under the category of Injustices 
Injustices: Acceptance 1 0 1 
Injustices: African American 
injustice 
4 0 4 
Injustices: American 6 0 6 
Injustices: Autonomy 1 0 1 
Injustices: Danger 1 0 1 
Injustices: Education 4 0 4 
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Injustices: Fairness 3 10 13 
Injustices: Freedom 2 4 6 
Injustices: Government 0 2 2 
Injustices: Helping others 3 22 25 
Injustices: Illegal 2 14 16 
Injustices: Jealousy 1 2 3 
Injustices: Language 12 2 14 
Injustices: Language 
Discrimination 
1 4 5 
Injustices: Mean 6 8 14 
Injustices: miserable. 2 0 2 
Injustices: Pay inequality 8 40 48 
Injustices: Poor 2 2 4 
Injustices: Power 3 2 4 
Injustices: race 7 0 7 
Injustices: Schools 5 8 13 
Injustices: Slavery 5 2 7 
Injustices: Spanking 3 6 9 
Injustices: Teacher 3 8 11 
Total coded quotes for Injustices 220 
Codes under the category of Agency 
Agency: Social Agents 34 68 102 
Agency: Shifts in Agency: 
Agreement 
0 18 18 
Agency: Shifts in Agency: 
Clarification 
0 4 4 
Agency: Shifts in Agency: 
Conflicting emotions 
0 2 2 
Agency: Shifts in Agency: 
Connections 
28 16 44 
Agency: Shifts in Agency: 
Consoling peer 
0 2 2 
Agency: Shifts in Agency: 
Disagreement 
0 8 8 
Agency: Shifts in Agency: 
Learning from Peer 
0 1 1 
Agency: Shifts in Agency: 
New Learning 
1 1 2 
Agency: Shifts in Agency: 
Questioning of peer 
0 56 56 
Agency: Shifts in Agency: 
Questioning to teacher 
0 2 2 
Agency: Shifts in Agency: 
Rejection of ideas 
0 2 2 
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Agency: Shifts in Agency: 
Rejection Question 
1 5 6 
Agency: Shifts in Agency: 
Student Resistance 
1 0 1 
Total coded quotes for Agency 250 
Codes under the category of Writing 
Writing 9 12 21 
Total coded quotes for Writing 21 
 
 
Summary 
This chapter outlined the process by which I conducted a case study on one 
classroom and multiple case analyses of individual focal participants. I also discussed 
why a case study has been employed for the current study and why the research 
participants were selected for this study. Moreover, I detailed how I gathered data 
systematically and how I employed a constant comparative analysis in order to look for 
emerging patterns and themes. I have elaborated on the focus of the data analyses which 
include: examining participants’ engagement with the text during read-aloud discussions 
and blogging by looking at frequency of participant use and topics of discussion; use of 
language and topics to describe literature and immigration practices, and salient 
relationships amongst peers in read-aloud and blogging discussions. Next, I present 
findings, which emerged from data analysis from all the participants (Chapter 4) and a 
more detailed analysis of focal participants (Chapter 5). In Chapter 6, I discuss these 
findings in light of theory and research literature, limitations of the study, and 
implications for further consideration. 
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CHAPTER 4 
FINDINGS 
The read-aloud discussion time and online blogging format provided a wealth of 
opportunities for students to actively make meaning of issues related to immigration. As 
revealed through data analysis of the conversations, blogging transcripts, field notes, 
student artifacts and interviews, these third grade students took up a number of different 
topics and positioned themselves in agentive ways in the classroom. The topics students 
considered during this study constitute the primary focus of this chapter. I organized 
students’ discussions around four overarching themes. The first theme, Up Close and 
Personal View of Immigration, describes students’ knowledge of the immigration process 
and how children and families grapple with the immigration process. Codes that support 
this theme include crossing borders, legal documentation, questioning inequities, 
separation from family members, and emotional toll. The second theme, Unjust and 
Unequal, addresses various inequities students named and experienced as related to being 
an immigrant. This theme is supported by codes, such as language use, treatment from 
others, race, and pay. The third theme, What Can I Do?, addresses participants’ responses 
to social actors and how students see themselves in more agentive and participatory roles 
related to their own experiences. The data were coded for instances of agency or places 
where students began to take on more facilitative roles when looking across students’ 
blogs and artifacts. These themes help answer the primary research questions: (1) How 
does reading critical multicultural texts around immigration issues and discussions in 
computer-mediated discourse communities help children make meaning of a larger social 
issue like immigration? and (2) How do children use computer mediated discussions to 
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deepen their understandings of literature? In all, I paid attention to the students’ 
developing understanding and shifts in understanding within texts and amongst peers 
Up Close and Personal View of Immigration 
A significant issue that resonated with students is the process of immigration. 
Grappling with issues of legal authorization and immigration is traditionally believed to 
be a topic handled by adolescents and adults. Yet for many young children, and in 
particular the students in this class, immigration and obtaining legal authorization or 
papers surfaced as a very important topic of discussion. Students engaged with the topic 
in complex and sophisticated ways, often challenging the narrative of Latino/a immigrant 
families and their children. This is evident as children discussed how this topic related to 
their own emotional well-being in the absence of family members. Thus, for the 
participants in this study, the topic of immigration appeared to be understood through the 
lens of their parents’ pursuit of a better life in obtaining adequate employment and 
financial stability. However, through the following discussions, it was apparent that 
children had different levels of knowledge and understanding of immigration.  
To illustrate students’ understanding of and connections with the process of 
immigration, I turn to one of many discussions we had while reading texts focused on this 
issue. 
Understanding “Illegal”  
America Is Her Name (Rodriguez, 1998) details how a nine year-old Mixteco 
Indian girl deals with living in her new urban neighborhood of Chicago after immigrating 
from Mexico with her family. America feels unwelcomed and unhappy in her school 
environment until a Latino/a poet, Mr. Aponte, arrives for a visit. As a newly arrived 
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immigrant, she feels a disconnect between her old life in Mexico and her new life in 
America, where she experiences prejudice. America also feels as if her teacher dismisses 
her because of her language and immigrant status. Mr. Aponte encourages students in 
America’s class to use poetry and creativity as means to express themselves. During one 
episode in the text, America overhears her teacher calling her an illegal.  
When discussing the challenges America faces in her new environment, the 
students noticed instances of injustices in the immigration process. Their knowledge of 
the term “illegal” appeared to influence that response. In the transcript below, students 
recognized that using the term “illegal” carried different messages. They connected the 
term “illegal” with “voiceless” as they discussed America’s feelings while she was sitting 
in her new classroom. They suggested that when America overheard her teacher using 
“illegal,” she was scared and unsure. Phillip brought forth an argument that the term 
“voiceless” meant a realization that one’s home country is a place no longer easily 
accessible.  
T: So what do you think the author means by saying America is voiceless? 
Joy: Because she speaks Spanish.  
T: What other ways does the author mean by she is voiceless? 
Andrea: The teacher is being mean. 
T: So she feels like she doesn't want to speak. Phillip? 
Phillip: She’s scared that she won't see her home country anymore. 
Laura: She doesn't understand the teacher. 
Mark: She scared that she might get in trouble. (Read-aloud, 5-16-13) 
These are issues that many of the students in my classroom could personally relate to in 
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their private lives. How a student responds to a text is often reflective of personal 
experiences. Students’ knowledge of the immigrant experience not only resided in 
understanding how individuals accepted you in your new environment, but also in how 
the process of legalization can be gruesome and tiring as seen in the next section on legal 
papers.  
Legal Papers 
As we discussed how hearing the term illegal affected America, a discussion 
around obtaining legal documentation or “papers” developed. The transcript below 
details student’s knowledge on the sometimes unspoken topic or “papers.”  
T: [Reads text..."how can a girl call America not belong in America?]" What do 
you think Ms. Gable meant by she's an illegal? and How do you think that made 
her feel? 
Mark: It’s because she's from a different country and it made her feel bad and she 
doesn't like being treated unfairly. 
T: What else? 
Andrea: She is an immigrant. 
T: That doesn't have papers maybe... 
Jose: Do you have papers Ms. Allen? 
Joseph: What are papers? 
T: Yes, I do have papers. 
Students: Several of the students shout out that they have papers.  
(Read-aloud, 5-16-13) 
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Read-aloud discussions became a venue to talk about how one’s legal status 
rested on who did and did not have papers. The children used this discussion as an 
opportunity to clarify their own questions about papers and the immigration process. Jose 
asked me about my own legal status. Jose’s question opens the door for Joseph, a biracial 
nine year old of African American and Caucasian descent, to ask me, “What are papers?” 
It also provided an opportunity for students in the class to share family experiences 
around securing or having “papers.” Students showcased their knowledge or lack thereof 
through discussing their own family’s experiences. 
Maria: My dad did have papers but the police take them away because my uncle 
had a...he was drinking beer and he gave it to him...oh my goodness...[Maria gets 
very tongue tied as she is telling the story]...they took the papers away.  
T: So Joseph the papers allow you to travel back and forth from another country. 
You understand? Say your mom and dad are born in another country and not from 
America. So when they move here, they can apply for papers, or visa, or a green 
card. It allows you to come back and forth between the countries. It says you have 
permission to be here. Now you were born here in America, you were 
automatically given papers but if you were not born here, your parents have to 
apply for you to have papers or visa or green card. 
Joseph: That's why when we were writing for Waiting for Papa. I didn't know 
what visas or papers meant? 
T: It’s the same thing. People call them different things but it means the same 
thing. Jesus? 
Jesus: When my dad was in Mexico, he didn't have no papers. 
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T: So he had to go back to go apply for papers? So that is usually what happens. 
The government will make you return to your home country and it may take a 
long time. That's why some people may come illegally but they want to be here 
with family. (Read-aloud, 5-16-13) 
In this example, Maria and Jesus both talk about how their fathers have had 
difficulties with immigration policies. Maria wonders why the police took her dad, who 
has papers, only after trying to help a family member. Jesus’ comment, on the other hand, 
reflects his personal knowledge of having a father deported after being caught by 
authorities while working without “papers.” Thus, two students with different knowledge 
about papers are able to share their different stories and at the same time clarify for others 
with less knowledge about how a lack of legal documentation can present ramifications 
for unauthorized parents. Joseph, who doesn’t have family members worrying about 
“papers,” he begins to make sense of this concept that many of his peers have knowledge 
of in the class. 
Students continued to problematize the policies and practices around immigration 
as they participated in discussions and blogging. Several students questioned the methods 
and conditions by which authorities deport adults similarly to Maria and the process by 
which legal authorization is obtained once deported. In a blog discussion of That’s Not 
Fair (Tafolla, 2008), which asked students to discuss unfair practices, Mark indicated, “I 
would like to change the way of the border of Mexico so families can go to their family 
reunions” (Blog, 4-29-13). Consequently, these discussions opened the window for 
children to share their knowledge and experiences with the legal process. They displayed 
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group membership by disclosing their own legal status, personal experiences with 
deportation, and process by which their individual families journeyed to the U.S. 
Crossing Borders 
Students’ talk of “papers” led them to discuss the different paths of coming to the 
U.S. Their discussions largely centered on their parents’ paths to the U.S., as many of 
these students were born in America. However, it became apparent that although some 
students never made the initial journey across borders, they had a complex understanding 
of the journey to cross borders. Students displayed their knowledge of border crossing in 
a discussion of the text America Is Her Name (Rodriguez, 1998). The transcript below 
details how some participants had knowledge of their parents’ journey: 
Mark: They cross the river...dessert. 
Mark: My mom, my grandpa, grandma, Aunt Rita, my mom, and uncle. They 
crossed the dessert. 
Andrea: A lot of people die. 
T: So what do you think of that? Well some people may say they are coming here 
illegally and that's not right?  
Andrea: My mom did that but she crossed when she was pregnant. 
T: What if someone said they were breaking the law? Do you think they should or 
shouldn't do it? 
Students: They should 
T: Why? 
Mark: They came here because of the shooting and they couldn't find any jobs.  
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T: So they came for good reasons and better opportunities. Why else should 
people do it? 
Phillip: Because of the danger. My mom said when I was little she didn't want 
anyone to spank me. 
T: You really don't like those spankings over there do you? 
Andrea: My mom moved here because my dad was already here. 
Araceli: I think they go through the desert because that’s their only choice. 
T: Why don't they just file for papers? 
Laura: It takes too long.  
Andrea: Sometimes you can just get permission to come back that's what my 
grandpa did. 
Bradley: My mom came here because there are a lot of poor people over there. 
(Read-aloud, 5-16-13) 
In this episode we begin to see students’ level of understanding of the process of 
immigrating to the U.S. Students appeared to understand the risk taking involved in 
making a decision to cross borders illegally and the reasons for such decisions. In an 
effort to understand students’ awareness of the multiple viewpoints held by others on the 
issue of immigration, I asked students how traveling to the U.S. without legal 
authorization may be viewed by others. For students the act of traveling or migrating to 
the U.S. was necessary regardless of the law. Araceli, who has never visited Mexico but 
can identify with the process from hearing stories, said “I think they go through the desert 
because that’s their only choice.” Laura clarified that the process was “too long.” Andrea 
provided another avenue by obtaining a work visa; however, Bradley quickly justified 
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illegally crossing the border into the U.S. by indicating that “a lot of poor people” live 
there. Therefore, to children, danger, poverty, and employment all became reasons for 
why families should make the arduous journey across the border in order to obtain a 
better life.  
Separation 
Separation is a necessary side-effect of the immigration process. Children used 
critical multicultural literature, blogging, reader’s response notebooks, and visual 
responses as tools to reflect upon their personal experiences with their families. Some 
students described how mothers and fathers left Mexico for the U.S. to obtain better 
employment. Others reasons for movement across borders included returning to aid 
family members who were sick or in need. Regardless of the reasons, students were vocal 
about the tensions that immigrants and their children face in their separation from family 
members.  
Separation of families was often discussed through the lens of the need to obtain 
financial stability. Two texts that address the topic of achieving financial stability in the 
United States were My Diary from Here to There (Perez, 2009) and Let’s Go See Papa 
(Schimel, 2011). In both texts, the main characters, girls of elementary age, struggle with 
wanting to be with their fathers who have left to find work in the U.S. At the same time, 
they struggle with the fact that they will have to leave relatives and friends in their home 
country of Mexico. For several children within the study, the struggles faced by the main 
characters in the stories with leaving Mexico closely aligned to their own personal stories 
and bittersweet feelings of being reunited with loved ones.  
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In reading the text My Diary From Here to There (Perez, 2009), children relied on 
their own separation experiences to understand the text. In the following example, 
students share the reasons behind their personal separation from family members.  
T : [continues to read… “…leave anyone behind…”] Do you know of any 
families that have been separated…you know, like some in the US and some in 
Mexico? Because of work, maybe, or other reasons? 
Andrea: It happened to me because my dad had to move to work. 
T: He had to move where? 
Andrea: To the U.S. 
T: Oh so you were living in Mexico? And he left. How old were you? 
Andrea: [Mmm] Like five. 
T: Five. So how did you feel when your father left? 
Andrea: Sad. 
T: Who else? 
Mark: My family. My grandma had to move from her mom because of her job. 
T: Move away from? 
Mark: Her mom that was sick in Mexico. 
T: Did she tell you how she felt about that? 
Mark: She felt sad because she was there in the hospital by herself. 
T: [Mmhmm]. Anyone else? 
Sophia: My uncle 
T: And what about your uncle? 
Sophia: He went to the USA.  
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T: So when you were in Mexico he left to the U.S.? And where did he go? Here in 
Livingston? [pause] Oh ok. (Read-aloud, 5-3-13) 
In this discussion, Andrea, Mark, and Sophia relied on personal experiences to 
make sense of the main character’s indifference in leaving her home country to live with 
her father. Although leaving always brings about new benefits and opportunities, it 
presents several challenges as one has to leave behind family, friends, and culture. As 
noted by Patricia in a blog response to My Diary from Here to There (Perez, 2009) the 
benefits are bittersweet when separation is experienced.  
Patricia: Sometimes I feel like it is good because if he gets a job he can make 
money to help his family with bills or food or clothes or something that they need. 
I also feel that it is bad because the dad just left his family behind in Mexico. 
(Blog, 5-6-13) 
 In read-aloud discussions, children share their personal experiences, but in the 
blog they draw upon the text to question others who may have similar experiences. For 
instance, in a blog discussion of Let’s Go See Papa (Schimel, 2011), Patricia asked 
Marcos, “What would you do if you were separated from your dad?” 
 In the text Let’s Go See Papa (Schimel, 2011), the main character worries about 
leaving her grandmother behind. She sits on her grandmother’s lap and hugs her tightly. 
The grandmother explains how she is too old to change her life, although she is sad not to 
see her son. Many of the students in this class have similar experiences. Reading this 
particular text allowed students to discuss their emotions and feelings related to loss of 
family and tensions of separation that often mix with their family’s quest for financial 
stability.  
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T: [Reads text..."what to pack until my suitcase is full."] For the people whose 
parents are still in their home country, Why didn't your grandparents want to 
move to America? 
Phillip: They don't have much money. 
Andrea: They're too old. 
T: Ok. That's a good reason. 
Patricia: My grandmother doesn't have money or papers. 
T: Anyone else? Bradley do you know why your brother hasn't come? 
Bradley: No. (Read-aloud, 5-6-13) 
As children discussed the various reasons of why their grandparents may be 
unable to come visit, they also discussed their lack of opportunities to get to know their 
grandparents living in their family’s home country. In a discussion of Let’s Go See Papa 
(Schimel, 2011), students discussed their desire to see their family.  
T: Phillip, what would you do? 
Phillip: I would go because I miss my grandpa. 
T: Araceli, what would you do? 
Araceli: Well, my grandpa is over there and I want to go.  
T: Andrea, what would you do? 
Andrea: I would go so I could see my grandma. 
T: Patricia, what would you do? 
Patricia: I would go so I could see my father?  
T: How long has it been since you've seen him? 
Patricia: Five years. 
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T: Mark, what would you do? 
Mark: I would go visit the other parts of my family, like my cousins, aunts, and 
uncles. (Read-aloud, 5-16-13) 
Joy and two others all detailed how their grandparents or parents discussed returning to 
their home country.  
T: Do any of your parents wish they could travel back to their home country? 
Marcos: I don't know my grandfather. 
Joy: My grandma wants to go back. 
Unknown student: My dad.  
Jose: My grandpa 
T: So it is kind of like you’re stuck, if you come then you have to sometimes stay 
or you won’t be able to go as often. Or if you go and you want to leave it’s hard to 
leave.  
Jesus: Just pack up and pay a lot of money. (Read-aloud 5-16-13) 
 
Discussions around moving and texts that describe the travels of immigrant 
families often brought about emotional feelings of sadness and moments of separation. 
Therefore, children of immigrants often hold a frame of reference that takes into account 
a longing for being with a parent and family who moves for better employment 
opportunities and financial stability. They also have experiences with the sadness 
associated with losing grandparents or close relatives in the process. Therefore, children 
of immigrants often make sacrifices emotionally in order to live in the U.S. 
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The next section highlights discussions around the emotional toll of sadness that 
families and especially children of immigrants experience in their financial stability and 
separation from one another. 
Sadness 
The most prevalent emotion that students spoke of in both read-alouds and in the 
blogs was sadness when referring to issues related to immigration process. Many students 
took on the perspective of characters by indicating how characters may feel sad in 
experiencing injustices in work, separating from family members, and dealing with the 
process of legalization. When discussing events in Let’s Go See Papa (Schimel, 2011), 
Maria and Patricia talk about how sadness often can mix with feelings of nervousness. 
Their sophisticated understanding of the tensions associated with immigration, allowed 
Maria and Patricia to make sense of the characters feelings as she prepares to reunite with 
her father. 
T: Nervous, very good. What is she (main character) nervous about? 
Maria: That's how I feel when I go to P.E. 
Patricia: Maybe she is nervous to see her father because she hasn't seen him in 
awhile.  
T: How else would she feel and why would she feel that way? 
Patricia: Sad too. Maybe nervous that she may not ever return to her home. (Read-
aloud, 5-6-13) 
Maria relates the main characters’ feelings of leaving her home country to a 
feeling of nervousness she experiences when having to go to P.E. Although Maria 
provides a surface level connection to the text, Patricia clarifies that the main character in 
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Let’s Go See Papa (Schimel, 2011) may actually be nervous to see her father after so 
many years of separation. These two students recognize that separation often results in 
feelings of sadness and a level of insecurity or bond between parent and child. Although 
Maria appears to miss the point here, she later reveals her on personal sadness in the text 
Waiting for Papa (Lainez, 2004).  
In the text Waiting for Papa (Lainez, 2004), the author details how a young boy 
named Beto deals with sadness from his father having to stay in their home country of El 
Salvador. Beto and his mother save their money to hire an attorney to help their father 
obtain a visa to come to the U.S. Maria relies on the authors discussion of Beto’s feelings 
to make sense of her very own feelings of sadness. In a blog discussion of Waiting for 
Papa (Lainez, 2004), Maria indicates “I would feel sad because I felt like that too” (Blog, 
5-15-13) by connecting Beto’s feelings, the main character, to her very own feelings of 
being separated from her father, Maria shows a deeper level of understanding by 
comparing her own personal feelings and story to that of the character in the text. 
As students in my class discuss Beto and his mother’s situation, more of them 
make reference to their own classmate, Jesus, who had a similar fight to bring his father 
home after deportation. Jesus has been very vocal of his father’s struggles with obtaining 
citizenship documents after being deported. When referencing characters, students were 
able to draw upon not only their own experiences, but also the experiences of their peers. 
Jesus’s story and the story of others reverberated throughout the discussion of Waiting for 
Papa (Lainez, 2004), as it represented a real connection to the state of homes of many 
children whose families struggle with citizenship. For instance, Andrea details her 
sadness in hearing of Jesus’s story. 
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Andrea:  
 
I thought it was sad because Jesus’s dad left him and his family because he was 
caught. (Blog, 5-23-13) 
Andrea appeared to display a level of empathy for Jesus’s and Beto’s situations. Andrea’s 
own experiences with a father that traveled to and from Mexico for work possibly 
contributed to her empathetic perspective. As I perused students’ responses and talk in 
both settings, it was evident that a level of empathy and compassion was displayed from a 
few participants (i.e., Andrea, Ciara, Laura, Joy), regardless of the closeness of the 
legalization or deportation experience. However, it appeared that students who were 
directly affected by the legalization or deportation experience were more apt to share and 
verbalize the emotional toll of the experience. The students more closely associated with 
the immigration process justified why it was acceptable to be sad during this time. In 
contrast, students who did not experience such an incident with either a mother or father 
often felt that students in this situation should not be sad, learn to worry less, and move 
on (i.e., Jose, Sophia, Francisco, Joseph, Araceli). Thus, discussions between students 
included suggesting coping strategies on how to deal with the emotional toll of the 
immigration process.  
For example, in a blog posing about Waiting for Papa (Lainez, 2004), Sophia, 
who has no direct experience with deportation, tells her peers that they should wait 
patiently, stop panicking, and learn to be happy. This draws a large response from others.  
Sophia:  
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To wait patiently. To stop panicking and complaining. To be happy NO 
SADNESS. (Blog, 5-15-13) 
 Arielle  
I agree with you. Do you like this book Waiting for Papa? I think it was kind 
of sad because the boy had to leave his father. I wish his dad would have 
come sooner. (Blog, 5-16-13) 
 Patricia  
Why no sadness? It’s ok to be sad isn’t it? (Blog, 5-16-13) 
 Sara  
I agree with you Sophia. (Blog, 5-16-13) 
 Mark  
WHAT? (Blog, 5-16-13) 
 Joy  
I agree with you. Do you like this book cause I do but it is sad because the 
little boy wants to see his dad but he can’t see him. Why can’t he be sad? 
(Blog, 5-20-13) 
 Marcos  
Why shouldn’t she be sad? It’s ok to be sad. (Blog, 5-23-13) 
Araceli  
I don’t have a person in my family that had that but if I did I think they would do 
the same. (Blog, 5-15-13) 
 Sara  
I don’t have someone in my family like that too. (Blog, 5-16-13) 
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 Ciara  
Me either. (Blog, 5-16-13) 
 Marcos  
I agree with you Araceli. (Blog, 5-16-13) 
Here the students position themselves in relation to immigrants, children of 
immigrants who experience separation, and their own proximity to deportation issues. In 
their discussion in the blog, they clearly delineate if they have or do not have experience 
with having someone deported or trying to receive documentation such as Araceli, Ciara, 
and Sara. Sophia clearly states in her post that children should just learn to wait patiently, 
stop panicking, and exhibit no sadness. She makes visible her lack of familiarity with 
being separated from her parents. Sophia’s response led Patricia to question if other 
students felt sadness was okay to experience or feel. The prompt for the blog initially 
asked students to discuss Beto’s situation and how it affected him.  
Through students’ discussion, it is evident that there is great emotional toll on 
students who have experiences with separation. It was surprising that some students were 
vocal in telling their peers that they should move on from their sadness. This is even 
more apparent from the students’ discussion as they suggest to one another that moving 
on with life may be a necessary means to dealing appropriately with their emotions. As 
seen in this episode, Marcos, who provided a character perspective earlier that he would 
be sad in Beto’s situation, appears to believe that despite a feeling of sadness, children 
such as Beto should move on. Later, Andrea tries to encourage her peers to think deeper 
on how separation and sadness affects children. Jose vocalizes that he still does not 
understand the situation; however, Andrea clearly cannot understand why Jose cannot see 
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and understand how children of immigrants may feel when separated from parents when 
she says, “Why don’t you get it Jose? How would you feel if your dad wasn’t with you?” 
Andrea questions Jose’s lack of understanding the emotional ramifications of separating 
families. 
 Marcos:  
I would just move on with my life and if Beto’s dad was my dad and he was 
coming to see me I would just be happy to see him. (Blog, 5-15-13) 
 Patricia  
Is that the only thing you would of done if you were him. (Blog, 5-16-13) 
 Marcos  
No I would do parties and give presents. (Blog, 5-17-13) 
 Ciara  
I know right. Wouldn’t you give him big hugs? Cause that’s what I would do 
if I was him. (Blog, 5-19-13) 
 Mark  
WHY WOULD YOU MOVE ON WITH YOUR LIFE? I WOULDN’T. 
(Blog, 5-20-13) 
Andrea  
I think it affects children because they are always sad. They should be together 
because the children are affected in some way. (Blog, 5-15-13) 
 Jose  
I don’t get it. (Blog, 5-20-13) 
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 Andrea  
Why don’t you get it Jose? How would you feel if your dad wasn’t with you? 
(Blog, 5-21-13) 
Children also understood that sadness relates to having a one parent household 
versus a two parent household. Thus, there are conditions of emotional sadness for 
children. 
Sam  
I think it affects them very bad because the kids don’t have one of their family 
members. (Blog, 5-15-13) 
 Phillip  
Dear Sam,  
I think you are wrong Sam because the kid still has his mom. (Blog, 5-16-13) 
 Ciara  
Dear Phillip,  
I don’t get what you’re saying because he was only missing his dad and Sam 
was saying that same thing. (Blog, 5-16-13) 
 Jose  
He has his mom. (Blog, 5-16-13) 
 Jose  
Ciara you are wrong wrong 
wrong!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!! 
(Blog, 5-20-13) 
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 Marcos  
I don’t agree with you Phillip because if he only has his mom they might need 
some money and his dad would not be there so I agree with Sam. (Blog, 5-21-
13) 
It appears through students’ discussion that children of immigrants who have 
experienced separation from a parent due to deportation or legalization issues have a 
“dual frame of reference” (Suarez-Orozco, 1989). They are able to compare their past and 
current experience to characters and demonstrate how separation often leads to tensions 
and less favorable conditions for families. However, families and children often have to 
deal with emotional sadness as a result of the quest for economic betterment. Therefore, 
the decision to move across borders and from the U.S. to Mexico is of major importance 
to students.  
These Issues Don’t Affect Me 
As students spoke of their own personal stories of the immigration process and 
related topics associated with immigration; a few students with limited knowledge appear 
to reject the need to raise such questions. The discussions below demonstrate these 
students’ rejection.  
One emerging argument that appeared infrequently but became a mark of 
contention between students was rejection of the immigrant experience or identity by 
some students who felt that the topics of discussion did not relate to them. Although the 
majority of students indicated that they enjoyed the texts, discussions, and blogging 
associated with this study, a few students were vocal in their lack of interest in discussing 
Mexican immigrants and children of immigrants. Two such students, Araceli and Sam, 
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frequently commented that they did not see the point of just reading texts about Mexicans 
and did not feel that anything needed to be changed within society in relation to 
immigrant experiences and the immigration process. For instance, in the following 
episode, students discuss Waiting for Papa (Lainez, 2004) and the associated issues with 
having an absent father; however, Araceli breaks the discussion by interjecting that she 
would like to move on.  
T: [Reads text..."the other stayed with papa".] So what does he mean by this is a 
country of promises and opportunities? 
Jesus: It’s free. 
Andrea: They give them more opportunities like jobs. 
T: What else? 
Araceli: The money is much cheaper. I mean the stuff that you buy is cheaper. 
Ciara: The schools are free.  
T: What do you mean? Do you mean you don't have to pay for education there? 
Araceli: Some schools do. 
T: Well if you choose to go to a private school you do. Joseph, what about you? 
Joseph: At school nobody hits you. 
Phillip: Ohh they get in a fight a lot. 
T: So there is less fighting like in other countries. 
Mark: There is no wars like inside the city. 
Bradley: Last time we were going to New York like on a break and we were at a 
gas station and a black man came in the store and started fighting like with a guy. 
98 
 
 
And the man said we had to go back and my sister heard a scream ten minute 
later. 
T: [Reads text..."Mrs. Barrios told me"] What do you think the author is trying to 
teach us by telling us this story? 
Araceli: Well, I have two things. One, he is trying to teach us that some people 
cannot have _____. Two, can we just move on? [laughter] 
T: Yes we can. Well some people may have some things to say, you may not but 
we have to give them a chance. 
Mark: Be thankful for what we have. 
Ciara: To not worry. 
T: What do you mean? 
Ciara: Like he may get to see him.  
Similarly in a blog discussion around the text That’s Not Fair (Tafolla, 2008), 
Sam stated his opinion of not seeing concerns or issues with the manner in which 
immigrants experienced unequal treatment. The text clearly states concern of the 
character; however, Sam enacts his own form of agency by refusing to question 
alternative perspectives, authority, and use of social action. His peers, Andrea, Patricia, 
and Ciara immediately question Sam’s lack of apparent connection with events within the 
text or concern for current issues. Sam’s response shows that students have different 
ideological constructions of inequities, race, and social justice. This became evident 
through a blog prompt where the topic of injustices was discussed. The prompt read: 
In That’s Not Fair! Emma’s grandfather says, “Sometimes things are not fair. But 
still, each one of us can usually do something about it, even if it’s just a little 
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thing.” What injustices (unfair things) do you see in our world that you would like 
to change? (Blog prompt, 4-29-13) 
Sam 
I would like to change nothing because i think nothing needs to change. (Blog, 4-
29-13) 
 Andrea 
You wouldn’t want to change anything? Why don’t you feel anything should 
be changed? (Blog, 5-1-13) 
 Patricia 
What do you mean by nothing? (Blog, 5-1-13) 
 Ciara 
I disagree because its really not fair. (Blog, 5-6-13) 
The response of Araceli and Sam showcase the reality of children of immigrants 
does not hold true to all immigrant children and children of immigrants. The next section 
details students’ discussions as a class on the tensions present among the homes of 
families experiencing immigration issues.  
 The theme, Up Close and Personal, showcased students’ complex knowledge of 
the immigration process. In reading critical multicultural texts, students revealed their 
knowledge of this process by disrupting the commonplace (Lewison et al., 2002) 
assumptions of what individuals believe children know about immigration. Students 
revealed their understanding of legal authorization or “papers”. Moreover, students 
engaged in discussions in how policies and practices changed the dynamics of immigrant 
children’s family structure and created tensions of emotional toll (i.e., sadness, 
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separation). Additionally, the discussions led students to discuss multiple viewpoints on 
the topic of immigration process and engage in a dialogue on how to deal with separation 
in one’s family. The critical space created also allowed a few students to reject the need 
to discuss the topic of immigration. In all, by using such critical texts and enabling 
conversations to develop, students were able to disrupt commonplace assumptions 
(Lewison et al., 2002) that they may not have much to contribute to conversations.  
Unjust and Unequal 
The theme, unjust and unequal, addresses children’s naming of the injustices and 
challenges immigrants and their children face within spaces where immigrants are 
present. More specifically, this section details children’s interpretation of inequity and 
injustices of migrant laborers and children of immigrants. In the following examples, I 
piece together the dialogue of children as they indicate their apparent awareness of 
language discrimination and feelings of not being settled, treatment of immigrants, 
racialized discourses within schools and communities, and the relative injustices that 
immigrants receive around pay.  
Language Discrimination and Feelings of Not Being Settled 
One of the most poignant aspects brought up during our discussions centered on 
students’ talk around language proficiency and language discrimination among 
immigrants and their children. The text which appeared to resonate with students the 
most came in Kathleen Krull’s Harvesting Hope (Krull, 2003), The picture book details 
the hardships of migrant worker leader, Cesar Chavez. The text showcases Chavez’s 
struggle to obtain fair pay and better working conditions for migrant workers.  In the 
book, Krull details the moment young Cesar Chavez was made to wear a sign that said, “I 
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am a clown. I speak Spanish.” The following episode details their complex understanding 
of language discrimination and the workings of language.  
T: [Reads text..."he drops out of school"]. So what caused him to drop out of 
school? 
Patricia: They didn't treat him fairly. 
T: What's another reason? 
Araceli: He started to dislike school. 
T: Yes, he liked to learn but he didn't like school.  
Joseph: Wearing that sign made him feel bad. 
Ciara: He got picked on by the teacher. 
Mark: He had to go help his family pick the crops. 
T: So can sometimes schools or people within schools make children feel so bad 
they may not like to come? 
Andrea: Yes. 
T: Have you known of anyone that has dropped out of school? 
Sam: No. 
Mark: My mom. 
Marcos: My little brother. 
Sara: My mom and dad because they had to work. 
T: So that's kind of another reason Cesar had to drop. They were treating him 
unfairly but then his parents needed his help too. So you made a connection. 
Joy: My sister because she had to go work. 
102 
 
 
T: Like Laura said, “If you can't finish school then that can prevent you from 
what...?” 
All: being something important. 
T: Say if a lot of people speak Spanish and some people do not like that how 
could that affect them in life? Say Cesar wanted to go on to one day be a doctor. 
Mark: Him speaking Spanish.  
T: He may never pass or get to that point. 
(Unknown student): Get driver's license 
T: Yes, he may not be able to do the things in life like get his driver’s license 
maybe or get a degree 
Bradley: I talk Spanish and no people be mean to me. (Read-aloud, 4-16-13) 
I asked students what they believed caused Cesar to drop out of school. Patricia 
quickly noted that Cesar received unfair treatment. Her statements indicated that he was 
set aside and treated differently from his classmates. Araceli noted that the manner in 
which Cesar was treated by his teacher caused him to dislike school. Joseph and Ciara 
both name the teachers’ actions as the contributor to Cesar’s feelings of isolation and 
inadequacy in the classroom. Mark details the affects of this inadequacy and how it 
pushes Cesar to leave school and help his family in the fields. In an effort to get students 
to develop their beginning noticings of injustice within the classroom, I ask students if 
schools can sometimes make children feel bad. Andrea indicated yes; however, Sam 
indicated no. Throughout the study, Andrea appeared to make personal connection with 
discussions and the texts; whereas, Sam seemed to reject our questioning of institutions. 
As the discussion continued, students talked about family members that had dropped out 
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of school. One student noted that this action results in not being able to get a driver’s 
license. This understanding is common for many of the students in that they have 
witnessed family members being stopped while driving without a license due not holding 
a green card, or going through questionable and frequent randomized checkpoints within 
the community where a higher number of Latino/a families live in Livingston. Children 
reveal how day-to-day access to education and drivers license may lessen immigrant 
families’ opportunities to making contributions to society. These unfair practices are at 
play due to families’ home language and other forms of inequities. 
Discussions of language also led students to discuss feelings of not being settled 
in their life as an immigrant child. Feelings of cultural dissonance became prevalent 
during a read-aloud discussion of My Diary From Here to There (Perez, 2009). In this 
story, a young Mexican girl details her fear of starting a new life in Los Angeles. In the 
texts, Armada’s grandmother tells her to keep her language and culture alive. I asked 
students to share with me why her grandmother would tell her to keep her language and 
culture alive and to discuss their own feelings on the issue when having to leave one’s 
home country. Children vocalize feelings of not being settled and how individuals present 
within schools are not always supportive of immigrant families and children. The 
discussion below details their complex understanding of the issue.  
T: Ok. [Continues reading … “I’m so excited I can hardly write.” ] Why do you 
think Nana told her to keep her language and culture alive? 
Mark: Because then she could remember where she was from and keep on doing 
the tradition. 
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T: Mark said so that she could remember where she was from and keep her 
traditions alive. Do you think once she moved to the U.S. or America that it’s 
hard to keep one’s language and culture alive? 
Several students: Yes.  
T: Is it harder? Or is it easier? 
Several students: [muttered] It’s harder. 
T: Who thinks it’s harder? Marcos, why do you think it’s harder to keep your 
language and culture? 
Marcos: Because like here another person…like more people say different things. 
T: So when you move to the U.S., you’re so used to everyone reading and writing 
in English, you start becoming kind of like them? 
Marcos: Yeah. 
T: Jesus?  
Jesus: In Mexico. 
T: What do you mean in Mexico? 
Jesus: Um, in Mexico they talk Spanish. 
T: In Mexico they speak Spanish… 
Jesus: And then after you have to remember the English. 
T: And then you have to remember the English so… 
Female student: I read it in my home. (Read-aloud, 5-3-13) 
Several students in unison detailed that it was harder to keep their language and 
culture alive because of the focus of English only policies in schools and in society. 
However, in Mexico as Jesus says “in Mexico they talk Spanish.” Thus, children 
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recognized that they often have to make a choice between both languages in their 
environments. Home appeared to be the only place where their home language of Spanish 
is accepted. In the following example from My Diary from Here to There (Perez, 2009), 
children showcased that a fear of moving is convoluted by a fear of not speaking English 
proficiently. Here students considered how immigrant children encounter several fears 
before, during, and after moving to the U.S. 
T: Ok. So you wish you could go back to Mexico more often. Why don’t you go 
back to Mexico more often? 
Phillip: Cause of school. We only go in summer. 
T: Oh you go in summertime? Ok. So usually when you’re separated it makes you 
sad a little bit. Ok. So that’s how she felt also…she felt sad. [Continues 
reading…”What if we never come back” ]…So what are some of her fears? 
Unknown male student: She won’t see somebody again. 
T: Who can tell me some of her fears? 
Laura: She may not be able to talk in English. 
T: She may not be able to speak Spanish [“Oh” Laura verbal reaction] when she 
moves here. 
Sara: She may not see Meche (her best friend). 
T: She may not see her best friend again. 
Ciara: I was going to say that. 
Araceli: Um… maybe she’ll never learn how to speak English. 
T: She may never learn to speak English. Her fear maybe I have to learn a new 
language when I move here. 
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Unknown male student: Maybe she won’t come back to that city. 
T: Maybe she won’t see her family in that city again. 
Mark: I was going to say the same thing. (Read-aloud, 5-3-13) 
In a later discussion of the same texts, students discussed how dress, celebrations and 
traditions are often different in the U.S. than in Mexico. As Patricia noted, “like I've 
never been to school there, but I noticed in these schools you can wear whatever you 
want. In Mexico you have to wear uniforms.” Thus, in this episode children detailed their 
understandings that cultural differences exist between living in the U.S. and living in 
Mexico as a child.  
Racialized Discourse 
As children discussed the impact of language discrimination on the characters in 
books and in their own personal lives, they also began to talk about issues related to 
racial discrimination. Children appeared to draw upon the idea of racialized discourses 
during reading of the text Harvesting Hope (Krull, 2003), America Is Her Name 
(Rodriguez, 1998), and That’s Not Fair (Tafolla, 2008). The transcript below illustrated 
their awareness of race as a factor within sites where immigrants are present. Harvesting 
Hope (Krull, 2003) indicated their understanding of race.  
T: [Reads text]...referring to sign on Cesar...When the teacher put the sign that 
said, “I speak Spanish” on him, how do you think that made him feel? 
All: Sad (said in unison).  
Teacher: Phillip (raises hand). 
Phillip: Sad. 
Ciara: Embarrassed. 
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Teacher: Disappointed. What do you think about that teacher? 
Ciara and unknown students: She's rude. 
T: Someone tell me what you think about her? 
Ciara: She's mean. 
Bradley: Racist. 
T: Why would you say racist? 
Bradley: Maybe she's too jealous she can't speak Spanish. Like a long time black 
hates whites. 
T: Do you mean... 
Mark: Or do you mean the other way around. 
T: So you are saying that the way that African American's were treated unfairly, 
she (teacher) is treating Francisco and some of the Mexican students in her class 
unfairly because they speak another language. What do you all think about that? 
Have you know anyone that has been treated unfairly? (Read-aloud, 4-16-13) 
In the above episode, Bradley named the teacher’s actions as racist and situated in 
jealousy because of a lack of proficiency. He compared the manner in which the teacher 
treats the Mexican children in her classroom to the manner in which African Americans 
were treated by whites in the past. Thus, he disrupted the commonplace (Lewison et al., 
2002) by understanding that existing knowledge has a historical element. Bradley 
mistakenly uttered his statement as “black hates whites.” However, his peers understood 
clearly what he meant. It is evident with Mark’s clarification of “ Or do you mean the 
other way around.” Thus, children co-constructed the teacher’s intentions in the story 
together and relied on past history to understand the manner in which Mexicans are 
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treated within institutions and society today. They were able to challenge the unequal 
power relationships that existed between Spanish speakers and English dominant 
speakers. The detailed episode that follows revealed the collective understanding between 
what students understand about race and language and its play in decision-making of 
authority figures in English dominated institutions. As students discussed Bradley’s 
response that racism may be a factor in the teacher’s decision to make Cesar wear the 
sign, I prompted students to think deeply about Bradley’s response by asking them to 
consider if skin color was a factor in the teacher’s decisions. As we discussed this, 
students appeared to think deeply and reevaluated their understanding of race. In the end, 
they agreed that race was a central factor but the teacher’s decision was based on her lack 
of understanding of students who spoke Spanish and relative uneasiness with bilingual 
speakers. For example, Bradley indicated, “Maybe she's too jealous she (the teacher) can't 
speak Spanish. Like a long time black hates whites.” Mark said, “Or do you mean the 
other way around.” Therefore, to young children, this teacher’s response is due to her 
own lack of proficiency in Spanish and seeing the negative connotation of speaking 
another language. Children have multiple points of view; however, their interactions 
revealed an apparent unified understanding on how it looks to have individuals judge 
your apparent abilities by both your race and the language you speak.  
More apparent from students’ discussions were some of their peculiar notions on 
who they considered as an American. I asked the question, “Do you think Cesar would be 
treated this way if he was a different skin color or person?” Bradley says, “Like 
American.” When I asked him what he meant by “American,” he responded with, “like 
blond hair.” So while students identify themselves as American when asked where they 
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are from, they also have a particular ideal in mind of who is American. I continued to 
challenge this perspective by asking if all blond hair/blue eyed people speak English.  
Mark: My great great grandmother. Like Cesar Chavez had a job at a school to 
help my ancestors but when she moved away to somewhere else she died on a trip 
to find some work. 
T: So she was trying to get a better job ? So how was treated unfairly? 
Mark: Because when she was picking the crops the guy only paid her ten cents.  
T: So she was being paid less. Do you think Cesar would be treated this way if he 
was a different skin color or person? 
Andrea: Ohhhhhhhhhhhhhhhhhh (like an wow look on face) 
Bradley: Like American! (calls this out) 
T: What do you mean by American? 
Bradley: Like blond hair. 
T: So if he had blond hair and blue eyes, do you think he would be treated this 
way?  
Class: No, yes, no… 
T: I want you to turn to your closest neighbor and discuss, would Cesar be treated 
the same way if he had blond hair and blue eyes? (Students turn and talk here) 
T: Ok, turn back around. Arielle had a really good point when she was speaking 
with Bradley. 
Arielle: If the teacher didn't speak in Spanish, maybe she thought he was saying 
something bad. 
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T: So she is saying, if the teacher doesn't understand Spanish she may think that 
what they were saying was bad. So maybe people may think people are bad 
because they don't understand. Or they are kind of scared. Do you think that is 
what it is?  
T: What did you think?  
Joseph: He'll be talking English. 
Ciara: That is the same as what she said. 
T: LOL. My question was would Cesar still be treated the same way if he had 
blond hair and blue eyes? 
Mark: No. 
All: Yes, no… 
T: What if he had blond hair and blue eyes and he was speaking Spanish? 
Bradley: If he was born with blond hair and blue eyes he would talk umm... 
T:But why is it if you have blond hair and blue eyes you ... 
Bradley: Because they talk English. 
T: Does everyone who has blond hair and blue eyes speak English? 
Andrea: No like her (She points to Sara. A Mexican student with fare skin and 
brown blond hair) 
T: Sara has blond hair and blue eyes but let’s come back...do you think the teacher 
would have acted the same? 
All: Yesssss 
Marcos: Yes, because he is speaking Spanish. 
Mark and Ciara: Yessss. 
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T: So you think it’s the language and not the color of his skin? 
Mark: That's what I was trying to say. 
T: You were trying to say because the teacher doesn't understand the language. Is 
that why? 
J: He got him in trouble because he was talking Spanish.  
Mark: If he spoke English, he would be treated fairly. (Read-aloud, 4-16-2013) 
Alongside language use and racial profiling, the students constructed 
understandings of discriminatory acts by noting historical connections related to race and 
language. For instance, in America Is Her Name (Rodriguez, 1998), Jose, Bradley, and 
Maria discuss how Mrs. Gable’s (the teacher) acceptance of her immigrant students may 
be dependent on her students’ race and language. The students in this study noticed the 
difference in response of Ms. Gable and Mr. Aponte, the Latino/a poet. Participants tried 
to understand the viewpoint of the white teacher and how her outlook converged with Mr. 
Aponte, the visiting Latino/a poet, who asked the students to write about their lives. 
Therefore, my students engaged in a discussion that illuminates the difference between 
the two teachers. Children also considered America’s personal story and its relationship 
to the larger societal narrative which allows for the unfair treatment of those with 
language and racial differences. Their responses of naming race as a factor indicated their 
awareness of this narrative. The following excerpt illustrated their awareness. 
 
T: "In the book, it says how can a girl named America not belong to America." I 
want to know, are some people treated like they don't belong in America? 
Jose: Like if they’re Mexican. 
Jose: Their color. 
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Maria: Their skin. 
T: So if they were dark skinned, they received prejudice. 
Bradley: Language. Like if they speak Spanish or Chinese. 
T: So some people who speak another language are treated like they don't belong 
in America. Is America always nice to different cultures? 
Students: No 
T: [Reads text]..."stop writing". So what do you think about Mr. Aponte and what 
do you think about Ms. Gable? How are they the same and different? I want you 
to turn and talk with your neighbor that you’re closest too. Jose you can speak 
with me. 
Jose: Ms. Gable is mean and Mr. Aponte is nice 
T: I noticed that... 
Jose: She doesn't like people who don't do things her way. 
T: I noticed that she said the class was different and they were difficult. America 
heard her say that. But Mr. Aponte is...what word could we use? He is more 
open... 
Jose: He doesn't care that they are different. 
T: My partner was Jose and he said he noticed that Mrs. Gable was not open to 
other cultures because...(I’m speaking to the class here) 
Jose: She didn't like people that were different than her. She only liked people 
who did things her way... 
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Maria: I said that the teacher was mean because ….she…everytime America 
would do something she would frown. The other teacher (Mr. Aponte) asked her 
to write poems and write about their lives. 
Joseph: In Francisco Chavez's book the teacher was mean and in this one too. 
T: oohh I love that connection. (Read-aloud, 5-16-2013) 
This position as the “other” was also understood and apparent in our discussion of 
That’s Not Fair (Tafolla, 2008) where students discussed how one owner of a farm in 
which pecan shellers worked said, “What does it matter that they are poor?” he said 
“They are Mexicans!” Below students discussed their awareness of larger societal 
thinking about racial and ethnic minorities by embarking on the first dimension of 
disrupting commonplace, which calls into question how nonminority groups are 
conceived unworthy of equity as others.  
T: [Reads text..."she knew just what to do".] What do you think the owners meant 
by they are "just Mexicans"? 
Ciara: Like its… 
Phillip: Maybe he hates Mexicanos. 
Bradley: Maybe he hates Hispanics. 
Jose: Probably they are racist. They don't like their skin color. 
T: What else could it mean? 
Mark: Mmmm because they think.... 
Phillip: Because they think Americans are much better. 
Laura: They get more money. 
Unknown student: They do. 
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T: Do you think there are people who think that? How do you know that? Laura 
said yes. Do you think there are some people who think that way out in this 
world? 
Laura: Like some people aren't treated fairly.  
T: Like how? 
Patricia: They don't let you do things with you and… 
Jose: Slaves, slaves!!! [Yells this out] 
Patricia: They always tell you no. 
T: Who is they? 
Jose: The whites!!! [Yells out] 
T: Why did you say slaves Jose? 
Jose: Because slaves were treated unfairly. (Read-aloud, 4-26-2013) 
Again students’ discussions revealed the level of understanding of how Mexicans 
and Latino/as are positioned within institutions, the workplace, and society. Phillip 
voiced this opinion and Bradley extended his statement. Jose named the owners actions 
as racist because of the relative treatment of the pecan shellers and the owners stating 
their nationality as a justification for paying them lower wages. They do not just name 
what occurred in the text, but referred to the massive ramifications to labeling someone 
as “just Mexicans.” This is seen through Phillip’s statement, “Because they think 
Americans are much better.” Laura responds, “They get more money.” An unknown 
student, believed to be Mark says, “They do.” Thus, students have taken the discussion as 
their own. The space has been clearly open to discuss and critique the unfair practices 
viewed within the text and also within their world. As I continue to scaffold and extend 
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students’ thinking, I ask them to think, “Do you think there are some people who think 
that way out in this world.” Laura identifies it as injustices or “not treating people fairly”. 
Patricia brings up a widely agreed upon response by saying how people do not let some 
participate, meaning Mexicans. Jose connects her statement to the manner in which 
African Americans were once slaves and the unfair treatment they received. Therefore, 
children appear to use race as a tool or device to understand the nature of unfair treatment 
of Mexicans in the workplace. They also argue that past historical maltreatment of 
minorities such as African Americans only shed light on the same unfair treatment that 
Mexicans receive in society. 
Pay inequities  
Children connected the injustices of Mexicans in the workplace to the differences 
in pay and pay inequities that they have experienced amongst their own families. Many 
students understood how pay practices and lower wages can impact their family 
members. Children’s stories centered around instances in which individuals within their 
families had to drop out of school in order to support their family. As noted earlier, Mark 
said “They do” in response to Phillip’s statement that Americans get more money. In 
terms of inequities, Philip and Mark appear to recognize that pay inequities exist among 
individuals from different racial backgrounds. Similar to our discussions of other issues 
in our critical multicultural texts, students held various degrees of understanding. For 
example, in our discussion of Harvesting Hope (Krull, 2003), Marcos holds a naive 
perception of how finding another job may be easier than fighting for equal pay. For 
some children such as Andrea in this episode, they have a deeper understanding of how 
pay may affect families and cannot be easily resolved. The discussion below illuminates 
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the level of understanding of the issue of pay by students in my class as they discuss the s 
Harvesting Hope (Krull, 2003). 
T:[Reading text..."Only earning thirty cents for the day's work." ] Now, could you 
imagine working from sun up to sun down and only earning thirty cents?  
All: Only thirty cents? 
Phillip: It’s a rip off. 
T: Were the farmers really treating them fairly? 
Student (unknown/girl/Ciara): No, they are working them harder. 
T: So like slaves basically. What do you think the family could have done or 
could they have done anything? 
Marcos: They could find another job. 
T: Yes. 
Marcos: They could convince the man to give them more money. 
T: [Reads text]…So there hopes and dreams was to one day own their own ranch. 
Why did they change their hopes and dreams? What did they begin to realize?  
Marcos: That they were going to be poor. 
T: How do you think that made them feel to realize that they would never have 
the money that they had before? 
Ciara: Sad because they had children. 
T: And how could that affect their children? 
Mark: Ms. Allen I know it. 
Andrea: Maybe the kids may have to miss more school to go to work. 
T: And if they miss more school and not being able to work... 
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Andrea: That's less of an education. 
T: Yes, that's less of an education.  
Araceli: I rather go to school than work. (Read-aloud, 4-16-13) 
Several students were able to access and relate to issues of pay inequities within 
text because of their own personal histories. Across read-alouds and online blog 
discussions children were very vocal in their thoughts about pay. In a read-aloud of 
That’s Not Fair (Tafolla, 2008), Patricia, Maria, Mark, Marcos, I discuss the fairness of 
pay through their own personal experiences. 
T: Even as children, can we do things if we see they are unfair and make a 
difference too 
Yazir: Uhhh that.... 
T: [Reads text..."some were children".] 
Patricia: This is kind of like Cesar Chavez because the workers were not being 
paid enough. 
Maria: One day my mom went to work and they just paid her a little of money. 
T: And again, how can earning so little money affect you? 
Mark: It can affect you by not being able to pay for stuff that you need and bills 
and do what you need to do.  
Marcos: It might affect your family. (Read-aloud, 4-26-13) 
Patricia makes a text connection of the unfair pay of the pecan shellers to the 
unfair treatment of migrant workers in Harvesting Hope (Krull, 2003) when she says. 
“This is kind of like Cesar Chavez because the workers were not being paid enough.” 
Maria commented that her mom was paid little money. As I scaffold students to think 
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about the effects of such little pay, they share that such pay inequities have large 
ramifications for families who are trying to pay bills. This relation was also seen in 
discussions on the blog where students talk of the unfairness associated with pay in their 
very own families. The following are examples from student’s discussions on a blog from 
That’s Not Fair (Tafolla, 2008): 
Jose 
My dad’s work is not giving him enough money. (Blog, 4-29-13) 
Sara 
I want to change the amount of money people make because my dad only gets 
$80 in two weeks. (Blog, 4-29-13) 
Summary 
In students’ discussions of texts and multimodalities children were able to locate 
injustices, problematize, and realign those experiences to their own when offered literate 
practices and spaces to engage in such discourse. Students discussed through reading 
critical multicultural texts how language discrimination may have a role in the lack of 
contributions immigrants can make to society as they shared their own family member’s 
personal stories and struggles. Some children also candidly shared their feelings of not 
being settled because of the differences in language and culture between the U.S. and 
Mexico. Moreover, through the critical dialogue students were able to challenge the 
unequal power relationships they believed existed between Spanish speakers and English 
dominant speakers. For example, students noticed during a read-aloud discussion of 
America Is Her Name (Rodriguez, 1998) the difference in responses of Ms. Gable (White 
American teacher) and Mr. Aponte, the Latino/a poet. Therefore, they consider the 
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second dimension of the critical literacy framework, considering multiple viewpoints 
(Lewison et al., 2002) as they discussed and tried to understand the converging 
viewpoints of the two teachers and their own views on the difference in the two 
characters. They also discussed their awareness of larger societal thinking about racial 
and ethnic minorities by disrupting the commonplace (Lewison et al., (2002) assumptions 
that children are unaware of the racial discord that exist around immigrants and their 
children and society. 
What Can I Do?: The Possibilities of Agency 
Classrooms which offer students the opportunities to question practices enable 
students to learn from social actors who enact change and take on moments of agency 
themselves. A social actor is a person who embodies social action and takes on a 
leadership role by fighting for an injustice or issue of concern for a group. This section 
describes students’ responses to social agency they read about within texts and their 
method of taking up such participatory roles related to their own experiences. Thus, the 
topics related to this theme include: social actors are real and writing for action. Social 
actors are real describes students’ reactions to social actors within the critical 
multicultural texts used in this study. Taking up agency through writing denotes the way 
students recognized writing as a tool that children of immigrants use to cope with the 
immigration process. Within this section I discuss how students began to use writing on a 
blog as method to enact agency in different ways. Through reading and interacting within 
the text sets students were able to recognize the pervasive power structures in place and 
discuss the privileges that often placed immigrants and their children in discursive 
situations. A purpose of this study was to engage students in a dialogue or provide a 
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space for them to critique structures, which affect their personal lives. Thus, through 
reading a variety of texts and listening to the candid stories of social actors, students were 
able to develop more complex understandings and begin to reflect upon structures that 
place them in difficult situations. The next two sections highlight students’ discussions 
about social agency. 
Social Actors are Real People 
As children read and listened to the stories of social actors, they reflected upon 
the practices of these social actors to enact change. Some students appeared to hold naive 
perceptions of how to enact change by indicating telling one’s teacher or telling 
authorities can change inequities; however listening and discussing the work of these 
social agents enabled children to reflect upon how they may possibly enact change within 
their own communities. One theme that emerged through students’ responses to social 
activism is that social actors employed a variety of nonviolent methods to enact change. 
The episodes below highlight students’ responses to the social actors within texts, across 
texts, and within text sets. For example, in a reading of Harvesting Hope (Krull, 2003) 
children responded to the social actor Cesar Chavez and his work for migrant workers in 
fields.  
  
T: [Reads text..."ripe grapes do not last long".] So how was taking a strike going 
to make change? Why would the farmers even care? 
Mark: Because if they don't pick the crops they are going to lose money. 
T: If the grapes aren't picked, what happens to the grapes... 
Mark: They’ll rot. 
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T: So that gets them to think, maybe I should change my ways. [Reads text]..."to 
ask for the governments help". First he did a march, now he is striking. What 
words could we use to describe Francisco? 
Marcos: Dramatic but I don't know what it means. 
T: When have you heard the word dramatic? Dramatic comes from the word 
drama. 
Unknown student: [interjects] I learned it from you. TV. 
T: Well it comes from the word drama. Have you had a brother and sister act out 
or overreact. He is being a little overdramatic. Why would he (Cesar Chavez) 
have to be? 
Mark: So the farmers would pay attention. 
T: So when you want things to change you have to draw attention to yourself. So 
when your brothers and sisters want something they make sure they roll around 
and cry a little to get what they want so they are dramatic. So if he (Cesar Chavez) 
wants change he has to be dramatic or full of drama. What other words could we 
use describe him? 
Mark: My brother rolled around.....Drama queen [inaudible] 
T: Why would we use the word brave? 
Bradley: Diligent! (calls out) 
Bradley and Joseph: Because he never gave up. 
T: [Reads text]..."Si se puede". Have you ever heard those words "Si Se Puede"? 
When have you heard them? Maria, tell me where you've heard those words from. 
Maria: From my mom.  
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T: Why?  
Maria: So when I say I can't do something my mom said yes I can do it. 
T: Who else? 
Patricia: From my grandmother. When I was small and I said I couldn't ride a 
bike. She said yes you can do it. 
Bradley: My mom. 
Mark. My mom 
Jesus: So on television when Mexicans are trying to fight for something. 
Everybody starts screaming Si, Se Puede. 
T: This kinds of remind me of when we were trying to save our school many of 
the parents started to say Si, Se Puede. Many of the parents and teachers came 
together in a church and we were having a meeting on how were we going to save 
our school and some of the parents said, "Si, Se Puede, si se puede". So we can 
see that saying "Si, se puede" is a way you are showing social action. Ok mmm. 
Jesus do you know what they were fighting for? 
Jesus: Fair jobs in Mexico. The police were throwing bombs at them. (Read-
aloud, 4-16-13) 
As I read more of Cesar’s actions, students began to see his actions and the 
responses of the owners. Marcos identified Cesar’s actions as “dramatic” however he 
cannot quite put into words why. I began to scaffold Marcos’s thinking by comparing 
dramatic, a word he used, to that of a sibling acting out. Mark immediately picked up on 
the connection and shared with the group that Cesar was doing this to get the owners 
attention. Thus, actions of the social figures may be novel for some students; however, 
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the discussion in a group setting allowed students to co-construct their understanding of 
such actions. Later on in our discussion, we discussed how words in conjunction with 
actions such as demands, marches, and strikes may be a method to get the attention of 
others. As I asked students about the phrase “si se puede” used by Francisco and the 
context of the use of the phrase, some students shared that they heard the phrase used by 
their parents, grandparents, but for some students, they had heard the words used in 
action. One student, Jesus, detailed a time when he witnessed the phrase Si Se Puede 
being used by Mexican employees on a news telecast demanding better pay. Students 
noticed how language is used to exercise power. At the end of our discussion, students 
briefly discussed what they learned from Cesar Chavez. 
T: Which one of the social actions do you believe helped make a change? 
Marcos: Because the grapes started rotting and it didn't make some food [I think 
he is saying here that the boycott which led to many farmers losing money 
actually persuaded the farmers to change their working conditions] 
T: [Reads text]..."and he would never be powerless again". 
[I read the authors note at end of text] 
T: So what is one thing that you think we could learn from Chavez? 
Mark: To not use violence. 
Marcos: To be diligent. 
Patricia: Never give up. 
Jose: Don't work for anyone that doesn't give you enough money. 
T: Did anyone treat you unfairly when you thought it was wrong? 
Joy: Raises hand. 
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Joseph: Don't run away from school. 
T: Don't ever run away from your education because someone makes you feel 
different? 
Bradley: Always be treated fairly 
T: So do you think many of the migrant workers felt powerless because they were 
immigrant. What did he teach them? Think about it and you are welcome to share 
later. (Read-aloud, 4-16-13) 
Through students’ read-aloud discussions, students were able to reflect upon 
Cesar’s actions and the actions of the many activist we read about; however, it was on the 
blog that students shared openly what resonated with them. Below I have provided a few 
posts to give context to students understanding and reflection. 
Andrea 
I think Cesar could of done something when he was little as a child like stand up 
for himself when he was in school. I would stand up for what’s right. (Blog, 4-26-
13) 
Ciara 
He was a diligent man and he was a great helper. And he didn’t like his job. 
(Blog, 4-24-13) 
 Eliza.Allen 
Ciara, 
You are so right. He was a diligent man. What can we learn from his actions? 
Write back soon. (Blog, 4-25-13) 
 Ciara 
125 
 
 
He can help kids for learning how to stand up for yourself. (Blog, 4-26-13) 
 Marcos 
I think he was a brave man and that all that hard work paid off. (Blog, 5-20-13) 
 
Several students indicated that they learned to stand up for their beliefs from the actions 
of Cesar. Additionally, students shared thoughts from the work of Emma Tenayuka, a 
social activist, who fought for the rights of pecan shellers . After reading Tenayuka’s 
story, That’s Not Fair (Tafolla, 2008), and viewing a documentary of her work, children 
shared their emotional reactions; moreover, they shared a deeper level of compassion for 
activists who have fought for equal rights.  
 
 Arielle 
This is my reason how I will change the world is by helping people and treating 
them with kindness. (Blog, 4-29-13) 
 Patricia 
If I was Emma I would not stop fighting till everything is fair and people treated 
more fairly and everybody gets along. (Blog, 5-15-13) 
 Andrea 
When I saw this video I felt sad for Emma because she fought and fought for the 
rights of pecan workers. She never gave up. (Blog, 5-16-13) 
 
The critical multicultural texts afforded students opportunities to discuss social 
activism and learn the stories of leaders fighting for the equal rights of immigrants and 
their families. Additionally, students in this study were also exposed to real individuals 
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whose life experiences questioned equitable and just practices; similar to the experiences 
and themes noted with the texts. Mrs. Tores, a former migrant worker who brought forth 
a lawsuit against her employers, and Jesus father’s, who described to the class his 
experiences of deportation and the impact his family. Both individuals became central to 
helping students understand the social issue of immigration and immigrant experiences as 
they visited our class. According to Lopez – Robertson (2010), discussions that are 
contextually based within the curriculum, allows for students to see that their lives are not 
situated within a vacuum. Below, I highlight the story of Ms. Tores, as Jesus’ story of 
deportation is detailed in Chapter 5.  
Ms. Tores, a former migrant worker, challenged her employer’s dismissal of her 
after she was recognized as a member of the United Farm Workers Association. During 
her visit to my classroom, Ms. Tores detailed the difficulties of working in the fields with 
other adults and young children who were often exposed to unsafe chemical sprays and 
unfair working conditions as farm workers. As she shared her story in her native tongue 
of Spanish through an accompanied friend who translated on her behalf, Ms. Tores retold 
the struggles of being a migrant worker. Her story made students aware of the hardship 
and scarcity of support for migrant laborers until the arrival of Cesar Chavez. Below I 
provide an episode from Ms. Tores’ visit. 
Ms. Tores: They use to pay us very little for what we did. We would work 10 
hours or 12 hours with the short hoe. Bending over all day. By the end of the day 
when we got to the other side of the field we couldn't bend it hurt so bad. They 
would pay us very little. Whenever the planes would come by to drop all the 
pesticides they would tell us to just move to the side and then we would keep 
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going [working]. Those were bad. It would really hurt me that there were some 
older people in the field that would get sick. When I heard about Cesar Chavez 
and that he was fighting for the rights, and one of the things he was fighting for 
was for them to take out that short hoe out of the fields, I felt a great relief and 
joy. That's when I joined the union, Cesar Chavez's union. And at that time, I 
knew one day we would have justice. To fight for a lot of people that suffer out on 
the fields. When the movement started, I would shout every day, "Viva Francisco 
Chavez, Viva La Union". Never did I once imagine I would be the first woman in 
court fighting for those rights. I had a lot of sorrow and pain because I knew they 
paid us very little. We would take five gallon buckets out to the field and cut the 
top off the tomato can and all the workers would drink from the same cup. 
Students: Yewww. 
Teacher: So is that what caused the court case? 
Ms. Tores: The court case that I was fighting for...See I withstood all of that...but 
they laid me off and my family off and the company was a multimillion dollar 
company. They couldn't give me a reason why they fired me and my family. They 
let us go and they didn't give us a reason. I demanded a reason and they couldn't 
give one. In the end it turned out to be discrimination. So that's why we went to 
court. The company knew that I was a member of Cesar Chavez's union. And the 
people that helped me called the health inspector to go out on the fields to see 
how the people were given water and to see all my stories were true. It was really 
hard for me to win the court case because it was a multimillion dollar company 
and they were from a German background. I was a Hispanic woman from 
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Mexico. The circumstances led me to defend myself and hundreds of people. 
When Cesar Chavez and his people heard of the case they came and helped me 
and they were in the court with me. Three and half days in court with people on 
the jury. The judge decided I should get my job back and back pay since they let 
me go plus ten percent. Since they were a multimillion dollar company, they 
didn't want to give up. After the case was decided, they put up a sign on the 
company equipment and said that the company was bankrupt. I knew that they 
wouldn't go along with the judge’s rule. I appealed to the Texas Supreme Court. 
And I went to the Supreme Court and waited 6 months. To this day, I am the first 
Hispanic woman who took her case to the Supreme Court for her civil rights. 
T: Do you mind if they ask you a few questions? 
Phillip: I helped my dad in Mexico on the farm. [Says in Spanish] 
Jesus: I helped my dad plant onions. 
Ms. Tores: I've never done it but I heard that it is really hard. 
Ciara: How old were you when you began working? 
Ms Tores: 9 years old 
Araceli: Do you wish each day you work you could get as much money as you 
want? 
Ms. Tores: Yes. (Ms. Tores’ visit, 5-2-13) 
Students shared their understanding and thoughts of Ms. Tores’ story through the 
blog. For many of the students, hearing Ms. Tores’ story brought forth the reality of the 
life of many immigrant families and migrant workers. As noted by Ciara after Ms. Tores’ 
visit, she could not believe Ms. Tores’ actually met a social actor such as Cesar Chavez 
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who has been portrayed in text. Thus, Cesar Chavez’s work was no longer a fantasy but a 
reality as students listened to a figure whom had worked with Cesar.  
 Maria 
I think that it was good for her to shout what she said because she believed in 
Cesar Chavez. (Blog, 5-6-13) 
 Ciara 
I cannot believe that she really met Cesar Chavez. I was very surprised. (Blog, 5-
13-13) 
 Mark 
SHE WAS BRAVE. (Blog, 5-15-13) 
 Francisco 
I know she vas brave but can’t you tell any more information? (Blog, 5-21-13) 
 Francisco 
She did diligence and that means never give up. (Blog, 5-21-13) 
The next section details how students understand the role of writing in the lives of 
children of immigrants and how it is used to enact change. 
 Taking Up Agency through Writing 
Childrens discussions centered largely on their personal experiences and 
intertextual connections. In their discussions, they made evident the “dual frame of 
reference” (Suarez Orozco, 1989) that they as children of immigrants hold on legalization 
and moving across borders in the immigration process. Moreover, it appeared that from 
hearing stories of characters dealing with similar issues, students’ talk began to center on 
ways with dealing with such loss. Writing became an approach to deal with such loss and 
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a means to help families who were separated. In this section, I detail how children 
considered the topic of writing as a form of agency. 
 As students read text such as Let’s Go See Papa (Schimel, 2011) where a young 
girl writes letters to her father who is living in the U.S. and also documents her feelings 
of leaving her grandmother behind, or My Diary from Here to There (Perez, 2009) where 
Armada keeps a diary of her travels towards the border to wait upon her father while he 
obtains a green card, or America in America is Her Name (Rodriguez, 1998) who writes 
in secrecy about living in a new country, and finally Beto in Waiting For Papa (Lainez, 
2004) who vocalizes his sincere love for his father who he had to leave behind in El 
Salvador in a letter; they come to realize and understand the importance of writing to 
characters in text. Thus, writing appears to help those who are both separated from family 
members and strive to help families deal with the process of immigration. Children of 
immigrants appear to understand the unique qualities in the “act of writing”. They clearly 
understand its importance as seen in this discussion of America is Her Name (Rodriguez, 
1998). 
T: How's writing in each of the text? 
Patricia: It helps. 
Andrea: It helps you remember stuff, memories,… 
Marcos: It helps you remember your home, feelings, and what they were doing 
before. 
Mark: Get their emotions through. 
Marcos: Cheer them up 
T: Did you notice that? Think about that also. 
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T: [Reads text]..."long before they've rotted on the vine" 
Jose: Why are they talking about beer in a children's book? 
T: You tell me? 
Phillip: You waste money. 
T: I think that the reason they included this is because remember many of our 
stories are based on true stories from the authors' lives of being an immigrant and 
growing up in America. So this is what happens that some people drink ... 
Mark: To deal with their emotions. 
T: Yes to deal with their emotions maybe. And they are showing us this is not 
good. (Read-aloud, 5-16-13) 
Patricia, Andrea, Marcos, Mark, Jose, and I discussed the importance of writing in 
the texts as we began to see a recurring theme appear. Patricia notices the therapeutic 
nature of writing by saying “It helps”. For Andrea and Marcos, writing allowed 
individuals to remember their home and memories. Remembering one’s home is very 
important to students as some have very few experiences and memories of travels to their 
parents’ home country. For Mark, writing offers children an opportunity to deal with 
troubling emotions. Marcos ends the discussion by saying that it cheers them up. Thus, 
children appear to have positive views of writing that allows them to document their 
personal struggles and emotions.  
As students discussed the benefits of writing for children of immigrants, they 
notice how letters and not just diary writing helps characters within texts keep a 
connection with family members. In a discussion around the letter Beto writes to his 
father in Waiting for Papa (Lainez, 2004), Arielle, Patricia, Andrea, and I discuss what 
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they think about Beto’s letter. Arielle notices that Beto misses his father. She is able to 
make a connection to such loss since she actively uses the computer to FaceTime her 
older brother who is in El Salvador. Patricia recognizes that regardless of Beto’s father 
absence he still has a presence in his life. Andrea ends the discussion by making a 
profound statement that shows that she understands that a person who is distant is still a 
part of your life.  
T: [Reads text..."he spoke with mom for a long time".] What do you think of 
Beto's letter? 
Arielle: He misses him. 
Patricia: Telling his dad he is like his hero. 
Andrea: His dad is not with him but he is still with him. (Read-aloud, 5-13-13) 
Children show their level of maturity and continued “dual frame of reference” 
(Suarez – Orozco, 1989) as they discuss letter writing and waiting patiently for their 
parent or parents. As children of nonimmigrants may experience separation due to normal 
life events, children of immigrants are often left in a state of “liminality” (Suarez – 
Orozco et al., 2011) where they are unsure of their parents’ legal status and how their 
parents are unable to be afforded the same citizenship rights as them.  
T: Yes, how is it the same or different from my diary from here to there? 
Araceli: Because the dad sends letters in the other book.  
T: Laura? 
Laura: Both of the girls had to wait patiently. 
T: So yes, they are doing a lot of waiting. In real life when someone goes to 
another country do you have to do a lot of waiting? 
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Students: Yeah. 
Jesus: In here they wait for a call [he is speaking of this book][he was preparing to 
share his own story then stops abruptly] 
T: Yes, here they were waiting for a call and in the other book they were waiting 
for a letter? What were you getting ready to say about yourself? 
Jesus: I had to wait for three years. 
T: Anyone else had to wait? [Reads text]..."When I ask at last". So I want you to 
turn and talk here, Do you think she should go and live with her father in the U.S 
or stay in her own country? 
Arielle: When I was little, like 7 years old, I missed my brother, ... 
T:Who’s in El Salvador? 
Arielle: Yes, and he had to get on the computer to FaceTime me. 
T: So that's one way you can stay connected to your family if they stay far away? 
Arielle: Yes. (Read-aloud, 5-3-13) 
Children use letter writing as a means to stay connected and as a means of action 
to help their parents. In our discussion of My Diary From Here to There (Perez, 2009), 
Maria briefly discusses how she waits for her father; however, she does not use letter 
writing as Jesus does do stay connected to her father. Throughout our discussion it 
appears that Maria does not have a close relationship with her father because of his 
deportation and their lack of communication. In an interview with Maria she says, “I'm 
more used to my mom than to my dad, and my sister's used to my dad instead of my 
mom.” This is due to the fact that Maria’s mother and baby sister spend half of the year 
in Mexico with their father. Therefore, Maria feels her sister has a greater connection 
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with her father than she has with him. In our personal conversation, Maria would 
regularly tell me she missed her mother after her departure to Mexico. Initially, I believed 
Maria longed for her father’s return, but as we began to speak at times about her family’s 
situation, I began to think that she longed for her father more because her family would 
no longer have to be separated and her mother would not have to spend half a year away 
from her. In our text discussions, Maria speaks of the lack of communication and 
correspondence between her father and herself. She indicated that she does not receive 
letters similarly to Jesus and she does not make the effort to write. In Jesus’s moment of 
taking action, he details how he took a stance in order to transform his world. Thus, 
Maria is able to connect to her own experiences how writing can be a transformative act. 
The discussion below illustrates Maria’s awareness on how letter writing can be an act of 
agency used by children whose family is coping with separation.  
T: Ok, we will continue reading our book. Ok, when we left off, she had received 
a letter from her Papa [Students responds “Aww”].  
Jesus: That’s what happened to me.. 
T: Your Dad sent you letters Jesus? 
Maria: Not me. 
T: So did you write back? 
Jesus: Yes. 
Maria: Not my Dad. 
T: So did you write to him? 
Maria: No. 
T: Well, maybe if you wrote to him, he will write you back. Patricia, do you write 
135 
 
 
to your father? 
Patricia: Yep. 
T: See? Who else’s father is back in Mexico? 
Marcos: Mine’s in Baltimore. (Read-aloud, 5-3-13) 
From this discussion, Maria noticed that many of her peers who were going 
through separation used letter writing as a means to stay connected to their fathers. Later 
on in our exploration of text of Waiting for Papa (Lainez, 2004), Maria informed the class 
that she began writing to her father. Therefore, the discussions and sharing personal 
stories led Maria to take an agentive role in her own struggles with her father’s 
deportation. The discussion below indicates how Maria later began to use writing in her 
own experience. 
Jesus: When I was here I had to write letters...[Jesus making a connection to 
fathers story here] 
T: Yes, you did have to write letters to the judge. 
Maria: That's what I'm doing. 
T: You are writing a letter too? 
T: Do you think it helped? [Teacher asks question to Jesus] 
Jesus: Nods head. (Read-aloud, 5-13-13) 
Similarly in our post interview, Maria tells me that she learned to write letters 
from Jesus Thus, indicating that writing became a necessary factor for children of 
immigrants to deal with the level of uncertainty they hold, emotions, and help parents 
obtain legal documentation around the immigration process. Maria indicates her new 
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knowledge of how she came to understand and deal with her emotional feelings through 
writing in a post interview with me.  
Teacher: How people's lives are and what lives are about? Okay. What did you 
find that was—what is something that you learned from the books? There was 
some social action that some of characters took. Was there any social action that 
you learned from our visitors or any social action that you learned from the books 
that you would do if you were in their situation? 
Maria: Like um, um. 
T: Or anything you learned from your classmates that you think you could do? 
Maria: Write a letter. 
T: Write letters? Write letters to who? 
Maria: To my dad. To the judge. 
T: To your dad or to the judge, okay. Who did you learn that from? 
Maria: Jesus. (Maria’s interview, 5-24-13) 
The blog afforded students the opportunity to take on a leadership role among 
their peers. In the following episode, students compare the events in the text Let’s Go See 
Papa (Schimel, 2011) and My Diary from Here to There (Perez, 2009). Through their 
discussion, it is evident how students begin to challenge one another’s thinking. 
 Patricia 
What would you do if you were separated from your dad? (Blog, 5-15-13) 
 Bradley 
I think it is the same because it is about someone traveling and the difference in 
Lets Go See Papa, the little girl miss her PaPa. (Blog, 5-13-13) 
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 Patricia 
I agree cause you should be able to see your papa and it is ok to miss 
someone. (Blog, 5-15-13) 
 Jose 
The father is going to America. (Blog, 5-13-13) 
 Jesus 
I agree with everyone because they might have a better life. (Blog, 5-14-13) 
 Patricia 
How do mean by they would have a better life? (Blog, 5-15-13) 
 Laura 
They are the same because there dad was not there. (Blog, 5-15-13) 
Throughout the discussion here, each child is able to share their thinking around the 
events that occur in the text; however, Patricia interjects to ask her peers to think more on 
how they would feel if they would be separated from a parent. She uses the blog and the 
discussion to include her peers on something she is very concerned about, her father’s 
return. Therefore, writing on the blog is a means to reflect on one’s own experience.  
The blog afforded more introverted speakers to share their thoughts in an 
alternative format. Thus in the next few episodes it is apparent that children are able to 
take action and move beyond the spectator to a more actor role within the discussion. 
Francisco and Joy were two such students in the class who were surprisingly more vocal 
in their responses on the blog than they were on in the classroom environment. In a 
discussion of That’s Not Fair (Tafolla, 2008), students discussed injustices they believed 
were unfair and ways they could possibly change those things.  
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Francisco 
It’s true that things are sometimes not fair but sometimes they are but that’s how 
life is. (Blog, 4-29-13) 
 eliza.allen 
Francisco: 
Lol. You are so right that that is how life is but I do think that we can change 
some things that are unfair. Even as a teacher I see things that are unfair for 
kids and when I do I speak up or try to help make changes. Do you agree or 
disagree? (Blog, 4-29-13) 
 Jose 
WHY DID YOU PUT LOL MISS.ALLEN? (Blog, 5-1-13) 
 Joy 
If people work they should get alot of money like 35 per hour. (Blog, 4-29-13) 
 eliza.allen 
Joy, 
Why do you suggest 35 per hour? (Blog, 4-29-13) 
Francisco clearly shares that he believes that some things are just unfair and we 
have to live with it as it is. Joy also shows her ability to question others in the blog 
discussion of Waiting for Papa (Lainez, 2004).  
 Joy  
I agree with you. Do you like this book cause I do but it is sad because the little 
boy wants to see his dad but he can’t see him. Why can’t it be sad? (Blog, 5-20-
13) 
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Summary 
The theme “What Can I Do?” revealed students’ reactions to social actors (i.e., 
individuals taking on leadership roles in reaction to an injustice) and participants taking 
up agency through writing in different formats. Through reading critical multicultural 
texts, students noticed the ways social actors employed a variety of methods to enact 
change. In their understanding of these actions, children discussed the manner in which 
they have noticed social action being taken on by individuals. For example, students 
discussed how the phrase, “Si, se puede!” has been used in the Latino/a community. This 
led students to recognize the power in language as they attended to how marginalized 
voices often use language to exercise power. Moreover, in students’ discussions during 
read-alouds and on the blog, they were able to engage in the second dimension of critical 
literacy by considering multiple viewpoints (Lewison et al., 2002) as Ms. Tores and Jesus 
shared their stories. The critical dialogue between students also afforded them the 
opportunity to consider alternative ways of dealing with an injustice such as unfair 
working conditions and deportation. In the process of reading and listening to the stories 
in text, visitors, and peers students began to discuss how writing could be a means for 
children to be more action oriented. Moreover, they used the blog to take action as they 
moved from more of a spectator role in reading about social actors to a more actor role 
(Lewison et al., 2002). 
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CHAPTER 5 
ACTION AND AGENCY 
In this chapter, I describe the findings which help answer the research questions: 
(1) How does reading critical multicultural texts around immigration issues and 
discussions in computer-mediated discourse communities help children make meaning of 
a larger social issue like immigration? and (2)How do children use computer mediated 
discussions to deepen their understandings of literature? In order to answer the research 
questions related to focal students, I describe each individual case with data excerpts. 
Findings related to this chapter on Jesus, Maria, and Andrea is discussed in relation to 
their actions and agency throughout the course of their participation in the study. 
Although the previous chapter explored the salient topics discussed by students in my 
entire classroom and the roles they enacted in discussions, this chapter focuses primarily 
on the nature of experiences by three students with very different experiences related to 
immigration and their interactions with their peers and transactions with literature 
throughout the course of the study. I begin with a portrait of each of my focal participants 
and then detail the actions in both the read-aloud and blog discussions.  
A Portrait of Jesus 
Jesus was a 9 year old boy whose family immigrated from Mexico. He is a slim 
figured athletic young man with dark hair; often worn in a spiky Mohawk, a style popular 
among young children. Jesus and his two brothers were born in the U.S. He lived in low 
to middle class neighborhood located five minutes from the school with his mother. I had 
visited this neighborhood often to see parents and students. Many parents are often 
visible on the sidewalks and front porches speaking with one another as children play 
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together in yards on trampolines and bikes. Jesus, a very physically active young boy, 
often played with other children within his community. Soccer was his favorite sport and 
science his favorite subject. He often came to school telling me about his homemade 
volcanoes and scientific experiments with his close friend, neighbor, and classmate, 
Bradley. He frequently checked out science books and drawing books from the media 
center. Jesus was an avid drawer. As a third grader, he won one or two art contests and 
often shared with me his personal drawings from free time. He even drew a scene from 
the text The Legend of the Poinsettia by Tomie Depaola for our annual Christmas Door 
Decorating contest. Thus, drawing and science appeared to be Jesus’s favorite hobbies.  
In addition to sharing his interest in science and play escapades with Bradley, 
Jesus often shared his personal feelings about his father return to Mexico after being 
caught without legal documentation in Florida. His first admission to me came after a 
reader’s workshop read-aloud in the early part of 2012 school year. As several of the 
students returned to their seats from independent reading, I walked towards the back of 
the classroom to return some papers to their proper filing place; Jesus came to me and 
shared how his father had been deported. Jesus often came into the classroom just as the 
bell rang and appearing as if he had just awakened some mornings to class. During our 
discussion at that guided reading table, Jesus clarified and explained his tardiness. He 
indicated that his mother who was working overnight would have to take his brothers and 
him to a relative’s home at night and then pick them up in the morning when she got off 
work to drop them to school. For this reason, they were just making it in time to school 
before the tardy bell or sometimes just after. Thus, Jesus would often walk into class with 
a bagged breakfast where he would sit at his desk and eat quickly in front of his 
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classmates while they completed their daily morning work. He shared his concerns for his 
family in this letter and explained how his mother had to cope with being alone with three 
boys. It was not long after helping Jesus with his letter and him disclosing more personal 
feelings about his family’s struggles that I noticed additional students began to approach 
me with their stories.   
Although Jesus expressed an interest in sharing his family’s story during read-
aloud, he was not as visible on the blog as his other peers. Of the 511 comments made by 
students, Jesus only contributed 11 postings to the blog. In fact, he only posted when I 
asked if he would like to comment or reply to anyone on the blog during the school day. 
Jesus also has access to a computer outside of school at home; however, there appears to 
be no log of him posting to the blog after school hours.  
Social action involves engaging in an act in order to see a change within one’s life 
or institution. As a teacher, I initially wanted to engage student in a discussion about an 
issue of concern in their current lives and use literature and blogging to create alternate 
narratives. In the process of students’ participation in a critical inquiry of literature 
associated with immigration, I noticed how Jesus embodied and represented social 
activism for the students in my class. According to Janks (2000), social action can change 
the existing discourse. Jesus embodied social activism throughout the course of this study 
by deliberately and intentionally sharing his personal story with his peers as we discussed 
literature and by embarking on a letter writing campaign to aid his father in his quest to 
obtain legal authorization to return to the U.S. after being deported. The discussion before 
details Jesus’ activism through sharing and letter writing.  
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That’s What Happened to Me 
Jesus was willing to share his experiences with his father’s absence and 
deportation primarily during read-aloud discussions. He represented what it meant for 
young children to take action by making reference to his father’s story through literature 
discussions by saying “That’s what happened to me”. He provided a continual connection 
for students that the issues faced by characters in the text were real. Thus, through his 
presence and continual reference to his deportation experience and taking action as a 
child, he positioned his authority on this topic. 
For example, in a discussion of My Diary from Here to There (Perez, 2009), a text 
in which a girl discusses her fears of moving to America as a new immigrant child, 
students in this study were able to draw upon personal experiences of how they also 
stayed connected to family members through letter writing. In our discussion of the letter 
the main character received from her father, Jesus reacts during our read-aloud how that 
happened to him once again. He begins to tell the class how his father often sent him 
letters from Mexico after his deportation. Thus, one student Maria interjected that she had 
not communicated with her father as Jesus tells his story.  
T: Ok, we will continue reading our book. Ok, when we left off, she had received 
a letter from her Papa. 
Jesus: That’s what happened to me. 
T: Your Dad sent you letters Jesus? 
Maria: Not me. 
T: So did you write back? 
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Jesus: Yes. 
Maria: Not my Dad. 
T: So did you write to him? 
Maria: No. 
T: Well, maybe if you wrote to him, he will write you back. Patricia, do you write 
to your father? 
David: Yep. (Read-aloud, 5-3-13) 
Jesus also referenced what happened to him by sharing his story in a discussion of 
Waiting for Papa (Lainez, 2009).  
T: This young boy is from El Salvador and his father is still there he is not able to 
come to the U.S. Just by looking at this picture how does he feel? Why do you 
think this little boy is … 
Students: Sad 
T: If you could make a prediction, why do you think this little boy is sad? 
Joy: He misses his dad. 
Jesus: That's what happened to me. 
T: What do you mean? 
Jesus: The same thing. 
T: Explain more 
Jesus: When it was my birthday, my father was not here for three years.  
Ciara: He may be sad because his dad is not there for his birthday. (Read-aloud, 
5-13-13) 
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Throughout our discussions, Jesus voiced his concerns of separation of families as 
he shared his story in light of what occurred in the literature. Additionally, he also shared 
how others viewed immigrant children dealing with the emotional toll of separation. 
Several students within the study displayed a lack of understanding of how one should 
deal with such loss of a parent. However, Jesus was able to bring an understanding to 
those who had not experienced this emotion for immigration reasons. 
 In a discussion around the text Let’s Go See Papa (Schimel, 2011), the children 
discussed in detail how the main character should handle her indifference in joining her 
father in the U.S. and being apart from him in her home country. Below Jesus revealed 
his understanding of the bewilderment experienced by children as he expressed that he 
had to wait for three years for his own father. Although some of Jesus’ peers struggled 
with understanding why the main character may have felt an indifference towards leaving 
her home country and being separated from her father, Jesus reveals an alternative 
perspective and narrative. Below he explains how he had to wait patiently to see his own 
father; however, the character herself must realize that if she waits to be with her father, 
she will have the opportunity for a better life.  
T: So yes, they are doing a lot of waiting. In real life when someone goes to 
another country do you have to do a lot of waiting? 
Students: Yeah. 
Jesus: In here they wait for a call [he is speaking of this book][he was preparing to 
share his own story then stops abruptly] 
T: Yes, here they were waiting for a call and in the other book they were waiting 
for a letter? What were you getting ready to say about yourself? 
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Jesus: I had to wait for three years. 
T: Anyone else had to wait? [Reads text..."When I ask at last". ]So I want you to 
turn and talk here, do you think she should go and live with her father in the U.S 
or stay in her own country? 
Arielle: When I was little, like 7 years old, I missed my brother... 
T: Who’s in El Salvador? 
Arielle: Yes, and he had to get on the computer to Face Time me. 
T: So that's one way you can stay connected to your family if they stay far away? 
Arielle: Yes 
T: So let's turn back around, who would like to share what you and your partner 
spoke about? 
Ciara: She should go. 
T: Did your partner agree or disagree? 
Ciara: Agree 
T: Christopher, What do you and your partner think? 
Christopher: My partner said Si [Samo]. 
T: Sam, Why should she go? 
Sam: She never gets to see him. 
Maria: My partner said yes. 
T: And why do you all say yes? 
Maria: She misses him. 
T: Any other reasons why she should or should not go? Jesus? 
Jesus: She should go so she can have a better life. (Read-aloud, 5-6-13) 
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Jesus sense of activism was deeply rooted in his love for his father. This became 
evident as Jesus engage in taking action by sharing a letter written by his father to his 
peers. After Jesus’ father returned to Livingston, he wrote a letter to our class about his 
personal experience of being deported. In this letter, Jesus’ father detailed how he met his 
wife, fell in love, had two young children, and eventually was forced to separate from his 
family when he was caught without proper documentation while working in Florida. 
After having Jesus’s letter translated, I asked him if he would like to share it with his 
classmates. Moreover, Jesus’s reading of his father’s letter indicated to some students 
within the class that the stories of immigration and deportation within literature were 
actually real.  
In our blog, related to Jesus’ reading of the letter, several of the students made 
reference about the realness of his story. For instance, Francisco articulated that by 
hearing Jesus’ story he was able to see how Jesus’ father’s life became impacted by his 
deportation. Miguel indicated that he could not believe that his story was real.  
Francisco  
Jesus your dad’s story is very good and tells what happens all through his life. 
(Blog, 5-23-13) 
Miguel 
I think he went through a lot of trouble. The thing that I was surprised about was 
that that story was real. I thought it was fake but it wasn’t. (Blog, 5-23-13) 
 
Jesus’ passion for his father’s return was now evident to his peers and to me as he shared 
his story and answered questions from his classmates about how he dealt with the loss of 
his father for three years. As he stood up before the class, it dawned on me that he 
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represented social activism in the making for his peers and the ability to take up such a 
role even as a child.  
Writing for my Father 
Jesus’ social activism took shape in the way he used a letter writing campaign to a 
judge to help with his father’s return. Several days after telling me of his father’s 
deportation, Jesus opened up to me even more by sharing how he was going to write a 
letter to a judge to help his father. I could see the worry in his face after each personal 
disclosure and conversation. As he began to share bits and pieces of his father’s story, I 
asked Jesus if he would like my help in constructing his letter to the judge. In a sense, I 
believed Jesus was asking for my help without asking verbally. For this reason, I offered 
to help him anyway I could. Jesus stayed back in the classroom while his classmates 
attended the specials class for the day. We sat at the guided reading table together, and 
Jesus showed me what he had written. As I read through Jesus’ letter which contained 
several reasons about why he wanted his father to return, I asked him to consider sharing 
some of the ways how his father’s absence had affected his mother who abruptly became 
a single mother of three boys and how her single parent status changed their family 
structure and often created hardships.  
 Several of Jesus’ peers were intrigued in the manner in which he used letter 
writing as a campaign to support his father and plea for his return. In Waiting for Papa 
(Lainez, 2004), the character Beto, reads a letter on a radio show to detail his feelings 
towards his father’s absence. After our read-aloud, students in this study discussed how 
Beto and his mother found ways to help with his father’s return by hiring a lawyer . Jesus 
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was able to make this connection and share with others how he used a letter writing 
campaign to the judge to aid his father.  
Jesus: When I was here I had to write letters...[making a connection to fathers 
story here] 
T: Yes, you did have to write letters to the judge. 
Maria: That's what I'm doing. 
T: You are writing a letter too? 
T: Do you think it helped? 
Jesus: Nods head. 
Jose: If you save the bottles, you can get money. 
T: You can do that here. Linda, is there something wrong? (Read-aloud, 5-13-13). 
In the midst of sharing his activism by writing a letter to an official to help his father, 
Jesus revealed how his taking action helped to improve his father’s deportation situation. 
As we discussed Armada’s feelings of her father’s return in the story, My Diary from 
Here to There (Perez, 2009), Jesus revealed his enthusiasm for his father’s impending 
return during the month of May.  
Jesus: [Enthusiastically says] My Dad was a builder! He built apartments in 
Florida, but got him so he had to go to Mexico.  
Unknown student: That’s where I was born. 
T: So they found him in Florida…? 
Jesus: And he’s got another 10 more days and so he’s almost going to come in 
May. 
T: Well, good. So. you made a connection. (Read-aloud, 5-3-13) 
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Thus, Jesus embodied social activism for his peers by his sharing his father’s story of 
deportation with a wider audience and his unwavering determination to help his father by 
writing a letter to court official. Next, I will detail how Maria learned from Jesus’s stories 
of activism. 
Jesus’s taking action and stories of enacting agency enabled students who had 
experienced separation from parents to be vocal and Learns possible acts of agency that 
may be employed. In the next section, I share a portrait of Maria. I then discuss the ways 
Maria referenced Jesus’ action in the process of thinking of her own father’s experience 
of deportation. 
A Portrait of Maria 
Maria was a nine year old girl of Mexican descent. She often wore her long, black 
hair in a ponytail. She would usually come through my door with a large smile on her 
face. Her glasses and smile characterized Maria’s appearance. Maria often spoke of her 
mother and sister who appeared to be the two most important people in her life.  
When Maria entered my third grade classroom in August of 2012, she read on a 
second grade reading level. She often struggled to put sentences together in English; as 
result she often codeswitched between Spanish and English when she found it difficult to 
explain something in English. She received additional content area support through the 
Early Intervention Program (EIP) in reading and math. As a first grader, Maria received 
services under Reading Recovery (RR). Both programs are designed to assist students 
who are struggling or at risk of not meeting grade level academics. Maria, often 
flourished when pushed and motivated by her additional supporting teachers or by 
myself; however, we noticed in the absence of her mother her motivation declined. One 
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day after our read-aloud, Maria approached me to tell me that her mother would be 
leaving for Mexico. I asked her why her mother be leaving for Mexico. She indicated that 
her mother spent half the year, beginning after Christmas, in Mexico with her father who 
was “grounded”, a term used by Maria, or deported for ten years.  
During the second half of the year, Maria’s demeanor noticeably changed. When 
she returned from winter break, I asked her if her mother had left and she indicated yes 
with a melancholy look. In the classroom, I noticed that Maria began to come into the 
class appearing as if she had just awakened. She would often forget her glasses at times 
for reading as she would leave them home. Additionally, she would not have her 
homework as frequently as she did at the beginning of the year. When her grandmother, a 
woman in her early sixties, who spoke little English and her uncle, a young man in his 
early twenties, arrived for a winter conference on Maria’s current performance in class, 
they both indicated that Maria was now under their care while Maria’s mother was away 
in Mexico with her husband. Her uncle confided in me that he sometimes had difficulty 
getting Maria to read and do her homework while her mother was gone. After discussing 
the importance of supporting Maria during this separation from her mother; and keeping 
her accountable for her responsibilities, I realized that some students had the ability such 
as Jesus to maintain resilience under separation from a parent during deportation; 
however, some children such as Maria appeared to not exhibit this resilience. Unlike 
Jesus, who wrote his father and expressed his concerns to me, Maria appeared to be less 
vocal and not as clear on how to deal with the loss of her mother. As her teacher who was 
concerned about her adjustment during this time, I inquired more about what I was 
noticing from Maria. Maria shared with me her sleepiness in the morning did not come 
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from her staying up late on her own accord but to her missing her little sister who she 
would often cuddle with at night. As I spoke more and more with Maria about how she 
was feeling about her mother’s continuous return year after year to be with her father, I 
gathered that Maria depended heavily on a space or format to help her deal with such 
loss. 
Learning to Share My Story 
In most read-aloud discussions throughout the school year, Maria would often 
raise her hand but retreat to not saying anything. I found her to be more vocal during 
guided reading where she read in a small reading group with two other students. 
However, Maria’s level of engagement began to increase as she read texts that directly 
related to her experiences as a child of a deported immigrant from Mexico. Similarly to 
Jesus, she appeared to use the open read-aloud discussions in our community area 
primarily as platform to discuss her thinking and connections. Therefore, Maria appeared 
to learn how to share her own personal story and engage in letter writing.  
 
However, as we began to progress through the series of critical multicultural 
literature and I introduced our fifth selection, America is Her Name (Rodriguez, 1998), I 
noticed a drastic change in Maria’s responses during read-aloud discussions. As we 
discussed the teacher’s use of the term illegal and how it made the main character, 
America, feel students shared that being called an illegal referred to not having “papers.” 
Maria shared openly for the first time her during read-aloud about her personal story with 
having her father’s papers being taken away. Maria’s personal connection expanded the 
discussion from the text to real world, similar to Jesus. Thus, Maria not only brought 
forth her knowledge on the topic of immigration and experiences of families who are 
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dealing with the issue of obtaining legal authorization, but propelled her classmates to see 
the connection.  
T: [Reads text..."how can a girl call America not belong in America?" ] What do 
you think Ms. Gable meant by she's an illegal? And how do you think that made 
her feel? 
Mark: It’s because she's from a different country and it made her feel bad and she 
doesn't like being treated unfairly. 
T: What else? 
Andrea: She is an immigrant. 
T: That doesn't have papers maybe... 
Jose: Do you have papers Ms. Allen? 
Joseph: What are papers? 
T: Yes, I do have papers. 
Students: Several of the students shout out that they have papers. 
Maria: My dad did have papers but the police take them away because my uncle 
had a....he was drinking beer and he gave it to him...oh my goodness… [Maria 
gets very tongue tied as she is telling the story]...they took the papers away  
T: So Christopher, the papers allow you to travel back and forth from another 
country. You understand? Say your mom and dad are born in another country and 
not from America. So when they move here they can apply for papers, or visa, or 
a green card. It allows you to come back and forth between the countries. It says 
you have permission to be here. Now you are born here in America, you are 
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automatically given papers but if you are not born here your parents have to apply 
for you to have papers or visa or green card. 
Christopher: That’s why when we were writing for Waiting for Papa, I didn't 
know what visas or papers meant? 
T: Oh it’s the same thing. People call them different things but it means the same 
thing. Jesus? 
Jesus: When my dad was in Mexico he didn't have papers. 
T: So he had to go back to apply for papers. So that is usually what happens they 
make you return to your home country and it may take a long time. That's why 
some people may come illegally but they want to be here. (Explanation to Joseph) 
(Read-aloud, 5-16-13) 
As Maria began to notice similarities between her personal history and story and 
the history of the characters, she began to take a more meaningful role in discussions as 
she began to engaging in social activism by telling her own personal story. In our 
discussion of Let’s Go See Papa (Schimel, 2011), as some students discussed the 
ramifications of the main character going to leave her home country to be with her father, 
Maria shared that she agreed the young girl should leave. I began to notice as we read-
aloud texts that aligned with Maria’s own story, she opened up her feelings to a wider 
audience, her classmates, and not just me who she often confide in when feeling sad. 
Maria shared with me after one read-aloud that she loved the books we were reading. 
Surprised by her response, I asked her why she liked them. She said they reminded them 
of her father.  
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I Can Write Too 
 Similar to the main character in My Diary from Here to There (Perez, 2009), 
Maria understood what it meant to leave a parent or to be left by a parent. Her experience 
of having a parent live in one country intrigued her in the literature; however, she also 
was intrigued by the manner in which the character used writing as means to cope with 
her distress and indifference on moving to a new country. In our read-aloud of Waiting 
for Papa (Lainez, 2004), Maria revealed that she had begun to write letters, like Jesus, to 
campaign for her father’s return. This was the first I had her of this.  
Jesus: When I was here I had to write letters... [Jesus making a connection to 
father’s story here] 
T: Yes, you did have to write letters to the judge. 
Maria: That's what I'm doing. 
T: You are writing a letter too? 
T: Do you think it helped, Jesus? 
Jesus: Nods head. (Read-aloud, 5-13-13) 
Thus, Maria appeared to use the texts and her peers as a means for understanding 
and coping with the emotional toll of separation.  
Maria not only revealed her feelings and understanding though discussing the 
literature but also challenged her classmates who had no direct relationship to such loss. 
In our post interview, she detailed why the critical multicultural texts resonated with her. 
Maria found comfort in knowing that others in her class and within the text had 
experienced similar misgivings and thus was able to learn from their sharing. Moreover, 
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she also used letter writing as a means to campaign for her father in the same way as Beto 
in Waiting for Papa (Lainez, 2009) and Jesus, her classmate. 
Teacher: As we were reading the books, was there anything from any of the books 
that we read that reminded you of your life? 
Maria: When Beto, when he was sending cards for his dad to come because he 
couldn't come. He didn't have papers, and my dad didn't have papers. I write 
letters. 
T: You write letters to him? Okay. Did it make you feel good or make you feel 
sad to hear that story? How did it make you feel to hear the story of Beto? 
Maria: Kind of sad. 
T: Kind of sad, okay. Why did it make you kind of sad? 
Maria: Because that happened to him too. (Maria’s interview, 5-24-13) 
In our discussion together Maria shared that she enjoyed reading the texts because 
“It teaches you how people lives are.” From her classmates and texts, she reiterated that 
she learned she could write letters both to the judge and to her father. Thus, Maria learned 
that although she was separated from her father she could maintain a connection through 
writing to him, just as Jesus did. Moreover, she could use letter writing as a means of 
action to possibly help her father. I asked who she learned these things from and she 
indicated it was Jesus. Thus, similar to the larger classroom finding that writing is an aid 
to children of immigrants in helping to reflect on difficult experiences, Maria’s 
experiences exemplify the agentive nature of writing.  
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Portrait of Andrea 
Andrea was a 9 year-old girl whose family immigrated from Mexico. Andrea 
spoke primarily Spanish at home with her mother father, two brothers, and sister. Andrea 
has brown toned skin, shoulder length black hair, and dark eyes indicative of her Mexican 
descent. Andrea primarily spoke in English in situations with her peers at school and 
spoke Spanish primarily at home. Andrea came from a working class family. Both 
parents worked at a local carpet mill. Her family often made several trips to the beach. 
She would share her experiences to various beaches with me as she understood I loved 
the water also. She truly enjoyed swimming. Andrea’s parents often came to school to eat 
lunch with her. They appeared at most school events and actively participated in family 
functions supported by the school. Academically, Andrea was a very good student. She 
excelled in all subjects areas. She appeared to be intrinsically motivated to learn more for 
the sake of learning. Andrea worked constructively with her peers and often entered the 
classroom early in the mornings to assist me as I prepared for the day.  
Before introducing the immigration unit to students, I knew very little of Andrea’s 
parents’ background. However, during our discussions, Andrea shared openly the 
struggles that her parents had in finding employment and traveling across the border from 
Mexico to the U.S. She shared with me during our post interview together that her 
parents often told her how they came to America and their experiences with obtaining 
better opportunities.  
Andrea: Because some of the workers crossed the desert, but some of the workers 
go another way and my mom went another way. And she had money because my 
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dad gave her, and this guy, he pulled a knife at her and he was about to stab her in 
the belly. 
T: Oh my goodness. 
Andrea: So my Mom gave him the money. 
T: Uh-huh. 
Andrea: So she only had a little bit left. 
T: Wow. So that’s amazing. She survived. So she went across the desert. 
Andrea: No. 
T: Oh, she went the other way. 
Andrea: Yeah. (Andrea’s interview, 5-29-13) 
 
Figure 3. Andrea’s Reader’s Response to Harvesting Hope 
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It was evident that Andrea’s identity was uniquely connected to her experiences across 
borders, her family’s stories of immigration, and being a student. Unique to Andrea’s 
experience is her understanding that some immigrants experience difficulties in getting to 
America. I first realized Andrea’s knowledge early on in our immigration unit as we 
discussed the text Harvesting Hope (Krull, 2003). As we discussed family immigration 
across borders, Andrea raised her hand to share that her parents were immigrants from 
Mexico. As we discussed the injustices against migrant workers within this text and 
working conditions of migrant workers, Andrea commented how it could possibly affect 
parents and the children when they are given unequal pay and unequal treatment. She 
indicated that unequal pay can lead to parents remaining in poverty and children 
receiving less than par educational services. However, through Andrea’s reader’s 
response journal, she shared her parents’ own trials with unfair working conditions 
(Figure 3). Andrea understandings of injustices experienced by immigrants were made 
apparent in the dialogue she maintained with her parents. Her response within the 
discussion and within her reader response journals revealed how her parents’ struggles 
and stories influenced her thinking, engagement within discussions, and interactions with 
peers. Through her reader’s response journal writing, Andrea also revealed how she has 
embraced her sense of self and ability to demand equal treatment more than her parents 
had in the past. She writes, “I would [fight] with words not hitting. That’s why God gave 
me a mouth to say how I feel, and to talk. I would stand up for my family and the other 
people.”  
Although Andrea appeared to hold a positive sense of self as a child of an 
immigrant, her self-worth as a Mexican within Mexico appeared to be declining. As we 
160 
 
 
discussed some of the fears of families and children as they crossed borders to visit 
family in general, one issue that many children brought forth was that they did not quite 
feel they totally “fit in” with other Mexican children during their visits. Andrea’s family 
who visited Mexico at least once a year also appeared to be concerned with her 
“Mexicaness”, her identity as a Mexican girl. In the text Let’s Go See Papa (Schimel, 
2011), Andrea indicated the reasons why she would be concerned in moving to Mexico.  
T: Phillip just said that if you go to school there you will see a difference because 
the way things are there they are different. So what do you think is different? 
Phillip: The teachers will spank you.  
Andrea: I don't know the alphabet. I would understand nothing. I wouldn't 
understand the same things as the other kids. 
Ciara: inaudible 
T: Anyone else thinks there would be a difference if you did move back? 
Araceli: Just in case I go to school, if the principal hit me, I would say uh you 
can't hit me. 
T: Do you think the kids would say no there? 
Araceli: No.  
Andrea: I asked my mom if she would sign the paper and she said yes. 
Later in our post interview, Andrea reiterated again how she fears not being 
proficient in Spanish if she ever moved to Mexico.  
Andrea: Sometimes my Mom is like you gotta go to Mexico, and I’m like No 
cause I’m not going to understand nothing. Because they have to write in Spanish 
and I don’t know how to write in Spanish. 
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T: So if you did have to move to Mexico, and I noticed when we were talking 
about one of the books, that if you did, you would know some of the same things. 
You think your life is different from a child growing up in Mexico right now or 
from a child growing up in the United States? How is it different? 
Andrea: Cause in Mexico you get a spanking when you’re bad and here you’d just 
get in trouble. 
T: Ok. Anything else that would be different or would make it really hard for 
you? 
Andrea: Here they talk English, I’m already use to English in school, and 
Spanish…we talk Spanish at home. But I understand Spanish…just like, I can’t 
write or say the whole alphabet. And I’d probably have problems. 
T: Anything else? 
Andrea: Umm… 
T: That you would be afraid of if you moved back to Mexico? 
Andrea: [quietly] a lot of people killed. 
T: The danger over there? Yes, I’ve heard stories about that. 
Andrea: The policemen aren’t even doing anything. (Read-aloud, 5-6-13) 
Thus, Andrea believed she had lost a crucial element to being accepted in Mexico, 
her language. She also shared an understanding of the concerns of danger if traveling 
across borders. Due to Andrea’s unique perspective of immigrant experiences from 
hearing stories from her parents, it also appeared she was able to identify with and 
understand the perspective of students who dealt with the issues associated with 
immigration. For this reason, I was intrigued by Andrea’s interaction and engagement 
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with her peers in discussions. It became evident to me that she used the blog as a space to 
pose difficult questions and challenge the perspective of others.  
Why Don’t You Get It?  
Andrea often challenged students who resisted the notion that children should not 
be concerned with such problems and that the sadness that they experienced was not an 
issue of concern when dealing with issues around immigration. Although Andrea did not 
challenge any of her classmates during the read-aloud discussions; however, did exhibit 
such behavior on the blog. In the example below, Sam resists the idea that a change is 
needed in the manner in which immigrants are treated. The prompt read: 
In That’s Not Fair! Emma’s grandfather says, “Sometimes things are not fair. But 
still, each one of us can usually do something about it, even if it’s just a little 
thing.” What injustices (unfair things) do you see in our world that you would like 
to change? (Blog prompt, 4-29-13) 
Sam 
I would like to change nothing because i think nothing needs to change. (Blog, 4-
29-13) 
 Andrea 
You wouldn’t want to change anything? Why don’t you feel anything should 
be changed? (Blog, 5-1-13) 
 Patricia 
What do you mean by nothing? (Blog, 5-1-13) 
 Ciara 
I disagree because its really not fair. (Blog, 5-6-13) 
 Andrea 
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I think that they should let immigrants come to America because they want to be 
with their families. If you your separated from your family how would you feel? 
(Blog, 4-29-13) 
In addition to disagreeing with Sam’s response, Andrea questions his response by asking 
him to think how he would feel in such a situation and place him in the situation of his 
peers. During our interview, I was able to gather additional insight on Andrea’s 
perspective. As we discussed our class’ discussions during read and blogging, she 
indicated she was most surprised at the naivety of some of her peers around the topics 
related to immigration. However, Andrea indicated that she understood that it was hard 
for some students to relate when they had not been through such experiences.  
T: Mmhmm. Anything else? [Pause] Was there something on the blog that 
surprised you? Like something you read from what someone else read or talked 
about that surprised you? 
Andrea: Joseph, I think he said that they should just give his dad (Beto) a green 
card. But if you get it, you still have to apply for it and sometimes they don’t give 
you a green card.  
T: Why do you think Joseph said that?-  
Andrea: Cause it’s hard. He doesn’t understand it.  
T: Why does he not understand it, do you think? 
Andrea: Cause he hasn’t been through it. 
T: He hasn’t been through it.? Well maybe the blog kinda helps… 
Andrea: People understand.  
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T: Understand things more. That he could understand what it means to be…to 
have parents who have to go through the process. Anything else someone said? 
(Andrea’s interview, 5-29-13) 
Andrea also tried to encourage her peers to think deeper on how separation and 
the emotional toll of the process of immigration affected others. During this blog 
discussion of Waiting for Papa (Lainez, 2004), Jose vocalizes that he still does not 
understand the situation; however, Andrea clearly cannot understand why Jose cannot see 
and understand how children of immigrants may feel when separated from parents when 
she says, “Why don’t you get it Jose? How would you feel if your dad wasn’t with you?”. 
Andrea questions Jose’s lack of understanding the emotional ramifications of separating 
families.  
 Marcos  
I would just move on with my life and if Beto’s dad was my dad and he was 
coming to see me I would just be happy to see him. (Blog, 5-15-13) 
 Patricia  
Is that the only thing you would of done if you were him? (Blog, 5-16-13) 
 Marcos  
No I would do parties and give presents. (Blog, 5-17-13) 
 Ciara  
I know right. Wouldn’t you give him big hugs? Cause that’s what I would do 
if I was him. (Blog, 5-19-13) 
 Mark  
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WHY WOULD YOU MOVE ON WITH YOUR LIFE? I WOULDN’T. 
(Blog, 5-20-13) 
 Andrea  
I think it affects children because they are always sad. They should be together 
because the children are affected in some way. (Blog, 5-20-13) 
 Jose  
I don’t get it. (Blog, 5-20-13) 
 Andrea  
Why don’t you get it Jose? How would you feel if your dad wasn’t with you? 
(Blog, 5-21-13) 
Therefore, Andrea understood that she could use the blog as a space to engage in 
a critical dialogue about issues. Moreover, she understood that the perspectives she heard 
during the read-aloud discussions could be challenged in a computer mediated discourse 
community. 
Summary 
 Chapter 5 focused primarily on the experiences of three focal students as they 
engaged in discussions in whole group read-aloud and blogging. Jesus’ story highlights 
the manner in which a child can engage in social activism by sharing his or her story with 
a wider audience and use letter writing as a means to change their present situation. Maria 
showcased how creating spaces for critical dialogue allows students the opportunity to 
learn how to deal with difficult situations by becoming socially active. Andrea’s story 
and engagement on the blog revealed how varied formats are needed to allow students to 
share their perspectives and that young children are able to pose difficult questions and 
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challenge perspectives when given the opportunity. Therefore, Jesus, Maria, and Andrea 
all embodied how students can possibly take action (Lewison et al., 2002) by pushing 
their classmates to rethink their perspectives around issues affecting children of 
immigrants and their families and the most appropriate ways to deal with immigration. 
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CHAPTER 6 
ANALYSIS OF FINDINGS, IMPLICATIONS, AND CONTRIBUTIONS 
The purpose of this study was to explore the ways in which Latino/a third graders 
understanding of immigration was mediated through read-alouds and blogging. 
Additionally, this study explored how young learners communicate, construct meaning, 
and change their identities through discussion of social issues related to immigration. The 
participants in this study used a wide range of multimodal resources (e.g, texts, drawings, 
blogging, video clips, conversations with visitors) to construct and negotiate their 
understanding of immigration. The data were collected from field notes, transcriptions of 
read-aloud discussions, blog entries, literacy artifacts (e.g., sketch to stretch, visual 
responses, reader’s response journal entries), and interviews. Constant comparative 
analysis (Strauss & Corbin, 1990) and the dimensions of critical literacy (Lewison, et. al 
2002) were used to organize, code, categorize, and analyze the data. Theoretical 
perspectives guiding the study included social constructivist learning theories (Gee, 2004; 
Lave & Wenger, 1991; Vygotsky, 1978), critical literacy theory (Lewison, Flint, & Van 
Sluys, 2002: Luke, 2012; Luke & Freebody, 2012), and transactional theory (Rosenblatt, 
1978; 2005; Smagorinsky, 2001). Data highlighted the notion that when children are 
offered a space to discuss important they are able to critically reflect on texts. Thus, 
children have a complex understanding of immigration and can often co-construct, 
deconstruct, and reconstruct their understanding through discussions and interactions 
with texts. In the process of using texts as tool for discussions within two settings (read-
alouds and blogs), participants enacted an agentive stance in their interactions with peers 
and challenged assumptions often imposed on immigrants and their children. Acts of 
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agency also consisted of students vocalizing perspectives and sharing advice through 
writing on the blog. Chapter 4 included the themes which resonated with participants in 
my classroom as they interacting with texts. Chapter 5 highlighted the ways three 
students, Jesus, Maria, and Andrea used critical multicultural literature to discuss their 
own personal immigration issues. This chapter analyzes the findings of all participants in 
relation to the following research questions: 
1. How does reading critical multicultural texts around immigration issues and 
discussions in computer mediated discourse communities help children make 
meaning of larger social issues like immigration? 
2. How do children use computer mediated discussions to deepen their 
understandings of literature? 
In the following sections, I consider how the current study’s findings relate to the 
literature and theoretical lens through which the study was conducted. I provide 
implications for educators working with children of immigrants and individuals working 
with immigration policy legislation. The chapter concludes with limitations and 
suggestions for future research.  
Creating Critical Spaces for Deconstructing and Reacting 
 to the Legalization Process 
Participants were offered a space to deconstruct and react to the legalization 
process. By purposefully selecting literature grounded in students’ lives and relevant to 
the social issues dealt with by their families, students in this study were able to make 
connections to the texts and see themselves in similar situations. The topics within critical 
multicultural texts afforded my students the opportunity and space to name, react, and 
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deconstruct issues related to the immigration process. The read-alouds and blogging 
supported students’ questions and revealed personal stories. Moreover, students were able 
to connect their experiences to what they learned in stories and reveal their expertise 
around topics to their peers. The readings and blogging also offered avenues into 
discussions for students who were often reticent to share parts of their lives without 
provocation from me with others. Topics of discussions across findings included crossing 
borders, legal papers, separation of families, emotional toll, language discrimination, 
racial and pay inequities, and how writing and methods of agency help families. For 
example, Mark, Andrea, Philip, and Bradley all each revealed during a reading of My 
Diary From Here to There (Perez, 2009) how their parents immigrated across the 
Mexican border in order to come to the U.S. They were able to talk about the dangers and 
difficulties of these moves. A central issue to the debate over immigration, children 
showcased their complex understanding of how and why their parents made the 
sometimes drastic decisions to move and navigate to and from Mexico to the U.S. Mark 
tells how his family, which included both his aunt and uncle, crossed the desert to arrive 
in the U.S. Andrea confirms his statement by saying that people often die in the process. 
Philip, knowledgeable of the dangers, says that many people move to the U.S. because of 
a fear of crime. Andrea in the process of reading indicated that her mom moved here 
because her dad was already in America. The literature provided students with the 
opportunity to parallel the main character’s story of immigration with their own story. 
Children actively relied both on the texts and their personal stories to make sense of 
immigration. Therefore, the literature offered participants a space to show their 
awareness of the multiple viewpoints on how families immigrate to the U.S. 
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Additionally, the literature offered students a space to deconstruct some of the notions 
held by others on the ways immigrants arrive to the U.S. and the knowledge young 
children have about these topics. Here the second dimension of critical literacy, 
interrogating multiple viewpoints, outlined by Lewison, Flint, Van Sluys (2002), takes 
shape as children are able to engage in a reflection whereby they understand the 
perspectives of the majority and offer alternative perspectives behind existent discourse. 
Thus, the dimensions of critical literacy allowed students to concurrently share their 
experiences and stories with others while hearing the perspectives of others. Participants 
revealed that they understood the reasons behind immigrants’ movement to the U.S. 
despite the unlawfulness of the move. This is congruent with the findings of scholars 
whose work denotes how children’s experiences and discussions are a reflection of the 
issues discussed within texts (Fain, 2008; Oslick, 2011; Park 2011). Oslick (2011) found 
that four African American boys’ discussions of children’s literature which dealt with 
issues of criminal justice had actually had some basic understanding of how justice 
works. The boys often used media texts and personal experiences as they transacted with 
texts. Just as Oslick (2011) noted the power of personal experiences when transacting 
with texts, the findings from this study also demonstrate how important it is to implement 
critical multicultural texts with diverse learners. 
The results of my study reveal that despite the students’ American citizenship and 
identity they are able to uniquely understand the experiences of immigrants striving for a 
new life in the U.S. This knowledge afforded students the opportunity to make sense and 
deconstruct topics within the literature. The ease at which children can recall their 
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parents’ journeys indicates that these stories of migration and process of immigration are 
often told in the homes of immigrant families.  
What was intriguing about the discussion between students as they read critical 
multicultural literature and they had opportunities to participate around a familiar topic, 
were the responses of students who had opportunities to share their personal 
interpretations and stances on the subject. These personal interpretations did not often 
align with the perspective of the majority; however, it created moments of critical 
dialogue between students. According to Rosenblatt (1978), as children read literature, 
they bring with them specific cultural, social, and political factors that influence their 
interactions with the text. Students in this study were able to bring their knowledge of 
immigration policies and cultural understanding of moving to a new country to make 
sense of texts which discussed immigration issues. However, some students, such as 
Araceli and Sam, chose this space to reveal their strong resistance to discussing issues 
related to immigration. Araceli stated directly during a deep discussion of Waiting for 
Papa (Lainez, 2004), “…can we just move on?” and Sam during a blog discussion of 
That’s Not Fair! (Tafolla, 2008), “I would like to change nothing because I think nothing 
needs to change.” Both students appeared to have little interest in discussing inequities 
found within texts and beyond the classroom. Araceli and Sam were offered the space to 
become active agents as they engaged in critical discussions. Despite their opposition to 
discussing and telling stories around immigration, they showcased that social, cultural, 
and political factors influenced their transactions with text. Undoubtedly this competing 
discourse brought forth opportunities for their peers to discuss their stances and the 
sociopolitical forces that shaped their understanding around the topics within texts. It was 
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apparent from discussions that Araceli and Sam felt a sense of ease to question my choice 
of literature and the ideological constructions of their peers without regret which was 
apparent in their tone. Therefore, I believe that the level of engagement that the texts 
offered students, as they actively engaged with one another around topics of expertise, 
was even more valuable. 
The response of Araceli and Sam showcase the reality of children of immigrants 
does not hold true to all immigrant children and children of immigrants. Therefore, 
purposeful selection of texts may not appeal to all students for some children do not see a 
need to examine power structures and deconstruct texts. It is apparent that they feel that 
these issues do not affect them. However, Araceli’s and Sam’s responses throughout the 
course of the study reveal the need to open the classroom to dynamic discussions where 
students have the opportunity to question literacy practices and ideological constructions 
without regret.  
Students who were unable to share perspectives and personal immigration stories 
in whole group read-aloud discussions were able to access their peers for advice on how 
to deal with the process of immigration as a child. Reading critical multicultural literature 
as a community practice enabled the students to discuss what it meant to be a 
transnational family. It also enabled students to consider the emotional toll and painful 
decisions that families sometimes have to make during separation. Children understood 
uniquely the two situations with which immigrant children often experience: parents 
leaving their home country to come to the U.S. to work and instances where a parent is 
deported to their home country away from their U.S. born children. For example, as 
children discussed Let’s Go See Papa (Schimel, 2011), a story in which a girl fears 
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leaving her grandmother to reunite with her father who is working in the U.S, the 
students in this study revealed both aesthetic and experiential transactions with texts. For 
students like Patricia who indicated that her grandmother is both financially unstable and 
without papers to come visit and Marcos who says he has never met his grandfather at all, 
reading critical multicultural literature offered students a space to emotionally react with 
texts and to move beyond the normal plot and summary responses as students respond to 
literature. Thus, this literature allowed for aesthetic reactions as it elicited feelings of 
emotions and allowed for experiential interpretations as it elicited prior knowledge. Maria 
indicated in a blog discussion of Waiting for Papa (Lainez, 2004), that she felt sad 
similar to the main character Beto. Maria, likewise to other participants, showcased her 
frequent transactions between texts as she read literature with knowledge of her own 
lived experience in mind. Rosenblatt (1978) wrote that, ―As the student shares through 
literacy the emotions and aspirations of other human beings he can gain heightened 
sensitivity to the needs and problems of those remote from him in temperament, in space, 
or in social environment (p. 261). This finding is analogous to a study conducted by Flint 
and Laman (2012) where teachers found that their often reticent and quiet students, 
revealed more of their lived experiences, feelings, and fears when they had the 
opportunity to read and write poetry connected with social justice issues. 
Within this finding is the knowledge that students gained from their peers. Stories 
often discussed by students and appeared frequently throughout the data were the stories 
of Jesus and Maria. Jesus, a vocal and more agentive student, contrasted in vocalizing his 
experience with Maria, an often quiet and reticent student. Distinguished from Maria, 
Jesus showed and vocalized how his father’s deportation impacted his family and how he 
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used writing to a judge as way to secure his father’s return. Maria wonders why her father 
was deported after being caught by authorities while driving. Jesus, on the other hand, 
frequently made reference to his own experience as we read and discussed the literature 
associated with immigration. Jesus’s continual referral back to his father’s deportation 
and his letter writing enabled students and Maria to make continual text-to-life or 
experiential reactions (Rosenblatt, 1978; Smagorinsky, 2001) as they transacted with the 
text. Maria, who had very little communication with her father in Mexico, until her 
summer stays and did not feel as if she could help her father’s situation appeared to use 
Jesus’s story as a model in understanding how to negotiate her present situation. 
Therefore, Jesus showed how he negotiated his experience of separation to Maria and 
other students in his class. It became fascinating to see how Maria gained the appropriate 
discourse from the perspective shared by her classmate and others. Therefore, she was 
able to consider the multiple perspectives of dealing with the immigration process as a 
child of an immigrant through the enactment of a critical literacy curriculum within our 
class. She revealed to me in an interview that Jesus’s story helped her to reconsider how 
she could handle being separated from her family. Moreover, I witnessed how Maria—an 
infrequent contributor to read-aloud discussions—began to expand on her responses 
during the reading of our fifth selection America Is Her Name (Rodriguez, 1998). She 
revealed her perspective on the topic of papers and legal authorization; therefore, 
bridging for her classmates the conjunction between the text and the real world. The 
process by which Maria gained confidence in her reaction to her separation from her 
family after participating in critical multicultural literature discussions both in read-aloud 
and in a computer mediated discourse community reveals what Gee (2001) denotes as 
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perspective taking under a social constructivism line of inquiry. As I hypothesized before 
undertaking this study and guided under my theoretical direction, Gee (2001) indicated 
that at some time or another children have the capacity to distance themselves from their 
perspective and internalize the perspective of a peer. Later, the child is able to rerun such 
grammar or words used by the advanced peer or adult. The process by which Maria and 
other participants in this study gained confidence is echoed by the research conducted by 
other scholars such Medina (2010) who found that bilingual Latino/a students were able 
to detail how border crossing affected their identities and their relatives as they were 
provided the curricular space in literature discussions to map and share their personal 
trajectories.  
The findings from this study reveal how a curriculum grounded in students’ lives 
promote more engagement and deeper levels of thinking. The students in this study 
revealed their expert knowledge on topics and that they often bring to school stories and 
experiences that they are willing to share when given the opportunity. It was important 
that my culturally and linguistically diverse students had the opportunity to easily align 
their lives with literature and see curricula and schooling reflected in their lives. This 
alignment helped students feel as if they were creating their curriculum and showcased 
that despite their positioning within schools and society they come to school with an 
abundance of knowledge and experiences that are valued by their teacher. Just as Luis 
Moll’s work around “funds of knowledge” (Moll et al., 1992) reveals how the knowledge 
that students bring to school can inform students’ learning, the findings of this study also 
indicate when teachers use students’ experiences in the classroom, they close the cultural 
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dissonance that often presents a cultural clash between their home and school 
environments.  
Building a Community Through Blogging 
Varied formats, such as the use of blogging, encouraged students to share 
knowledge with peers and build a community. Using a computer mediated discourse 
community, such as a blog, afforded participants in this study to share alternate ways of 
dealing with the immigration process in a format other than read-aloud discussions and 
more traditional forms of reader response (comprehension questions, journal response). 
Through the blog site, I was able to use videos, pictures, and print to allow students to 
engage in a discussion around the issue of immigration. The blog allowed students to 
access all those modalities in one space and; therefore, the complexity of their 
understanding was greater. According to Choi’s (2009) dissertation study of adolescent 
Asian ELL boys in and out of school Read, Talk, and Wiki (RTW) club, boys appreciated 
both written and spoken outlets to convey their opinions about issues. Similarly to Choi’s 
(2009) work, I intended for the blog in my study to be a site to strengthen their thinking 
on literature discussions and issues and give reticent students a place to share their 
perspectives. Findings are congruent with scholars examining computer mediated 
discourse communities with adolescent ELLs (Choi, 2009; Liew, 2010; West, 2008; Yi, 
2007).  
However, my study demonstrated that the advantages of such modes of 
communication are also warranted with younger children. Findings from communication 
on the blog indicated that third grade students were also able to share strategies of dealing 
with the emotional toll of the immigration process, share their theories on immigration 
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and personal stories, and facilitate discussions around topics of interest through writing to 
others and reflecting on their experiences. For example, in a discussion of Waiting for 
Papa (Lainez, 2004), Sophia indicates to her peers on the blog that children separated 
from a parent should learn to wait patiently and not be sad. Other students such as 
Araceli, Ciara, and Sara agreed with Sophia and offered that they had no family members 
that they were aware of dealing with the issue of deportation. Therefore, through the 
written mode of communication and space, children shared the means by which they 
would handle an issue such as immigration. They also delineated their position and 
proximity to issues surrounding immigration. Marcos who says he would just move on if 
he was Beto is challenged by Andrea to think of how if he would feel if he was in the 
same situation. Through the blog and use of critical multicultural literature, Andrea was 
able to embark on the first dimension of critical literacy (Lewinson et al., 2002) by 
questioning the everyday ways of seeing through her peers acknowledgment of the 
position on how children of immigrants should deal with immigration. According to Fain 
(2008), “authentic and safe spaces for children are critical as children learn to critically 
discuss and unravel tensions about their idea, bias, and opinions connected to issues of 
social justice” (p. 207).  
As I embarked on this study, I intended to use critical multicultural literature as a 
means to help students think and talk about the issues impacting their daily lives. It 
became clear as I spoke directly with some students and examined their talk and writing, 
the use of the blog gave students an additional layer to help foster their understanding of 
literature and sociopolitical issues such as immigration. For example, students such as 
Maria, who are often reticent in speaking during read-aloud discussions, appeared to 
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appreciate writing on the blog. Maria indicated to me during a private conversation that 
the blog allowed her to build upon her background knowledge. Additionally, discussions 
from opinions expressed by peers during read-aloud discussions helped her understand 
her reading better. She also indicated that she was a more confident writer online because 
of the constructed prompts I provided and additional layer of knowledge provided by the 
videos that were accessible on the blog. Thus, the data from this study supports how the 
nature of online literacy practices such as blogging can actually enhance the 
comprehension and critical thinking of texts. This finding supports the work of scholars 
who advocate for the lessening of reductionist forms of literacy practices and suggest that 
a pedagogy of multilitericies is warranted in classrooms (New London Group,1996). The 
aesthetic aspects of the blog such as the inclusion of media (video clips, images, texts) 
signified to students that these “socially and culturally shaped resources were something” 
(Hassett & Curwood, 2009/2010, pg. 272). This allowed me to support and scaffold 
students through different modes which led to their abstract thinking (Hassett & 
Curwood, 2009/2010). For Smagorinsky (2001), it is the experiential space of the 
environment which helps students produce meaning. According to Smagorinsky, 
meanings are driven by culture. He claims that readers bring a host of experiential 
knowledge that influences the meaning they produce from texts. Thus, it is not the 
meaning they decipher from the text itself but the continuous meanings derived from new 
text productions that drives meaning making.  
Blogging is a literate practice which can be added to any present curriculum; 
however, teachers and students need both the time and tools to employ. If the space and 
tools are provided, children become more prepared for 21
st
 century literacies. Blogging is 
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an avenue that creates a more democratic space for children. As previously stated, 
blogging can actually enhance the comprehension and critical thinking of texts. As seen 
in this study, children who are not as participatory in one space are more participatory in 
another space. In the blog, the entire class had the opportunity to contribute to the 
discussion. By hearing the multiple perspectives of their peers around topics related to 
immigration, students were able to go further in their understandings of literature. Thus, 
the blogging gives students a sense of authority. Moreover, a sense of community was 
developed as students in this study shared their stories and feelings around immigration. 
For example, through the blog, several students responded to Jesus’s story around his 
father’s deportation and revealed their emotional reactions to the letter his father shared 
with the class. Additionally, a sense of community developed as students began to take 
on a more facilitative role. In a reading of the text My Diary from Here to There (Perez, 
2009), Patricia ask her peers to think about how they would feel if they were separated 
from their family. Although Patricia was provided the space in read-aloud discussions to 
ask such questions of her peers, she used the blog as the format to include her peers on 
something she was concerned about, her father’s return. Therefore, the broad findings 
from this study highlight the need to use wide forms of modalities within classrooms and 
varied formats where ELs and culturally diverse students are present to make literature 
more accessible.  
Implications of the Study 
Based on the findings of this study, I now suggest both pedagogical and policy 
implications for literacy teaching and research and immigration reform. The findings in 
this study highlight the need to offer critical spaces of discussion with literature that 
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allows students to respond to issues affecting their daily lives. According to Gee (2004), 
“Cultural models define for people in a Discourse what counts as normal and natural and 
what counts as inappropriate and deviant.” (p. 125). In an effort to provide access to 
dominant discourses, culturally and linguistically diverse children will need the ability to 
harness the multiplicity of semiotic systems across diverse cultural locations to challenge 
and change existing Discourses (Janks, 2000). First, the addition of critical multicultural 
literature in classrooms needs to be present in order to help children think critically about 
information. For students from diverse backgrounds, it is important to use literature 
which allows students to engage in a reflection of existing structures and “problemative 
or examine the complexity of the situation” (McLaughlin & DeVoogd, 2004). The texts 
we discussed in this study centered on issues related to both immigrants and immigration. 
The texts were purposefully selected with knowledge of my students in mind and criteria 
set forth by Lewison, Leland, & Harste (2000) which provided criteria for selecting social 
issues children’s literature or critical multicultural literature as they are referred to in this 
study. The results indicate practitioners should be knowledgeable of topics that children 
bring to classrooms. For the students in my classroom and other educational sites, 
children are silently dealing with and coming to terms with the process of immigration. 
Critical literacy afforded Latino/a children within this study to contest social inequities 
associated with their daily lives (Lopez – Robertson, 2010). Lopez – Robertson (2010) 
found that girls within her literature circles often worried about family border crossing 
and deportation. Therefore, young Latino/as often live dual lives by not being accepted in 
the U.S., their country of residence, and Mexico a country which may not recognize their 
present identity. These moments of contention can be combated by practitioners opening 
181 
 
 
the classroom to students as a place to share personal stories and engage in dialogue with 
other students dealing with the same issue. Teachers who often complain of less 
engagement by students can reach them by providing texts that offer opportunities for 
students to bring in background knowledge and engage in critical conversations. Teachers 
who offer bilingual youth opportunities to make connections between their lives and 
students feeling insecure in their identity as learners make the classroom environment 
more assessable (Jimenez, 2004). 
 Educational policies and reforms such as No Child Left Behind and the present 
policies of Race to the Top often ask states to implement initiatives and curriculums that 
will prepare students for college and workplace and complete in the global market; 
however, the curriculums often designed for students the most in need come to be 
reductionist in nature and work against the policies primary objectives. Therefore, 
schools and classrooms have to be a place driven by student’s lives where they are aware 
that the resources they bring to the classroom either social, cultural, and linguistically in 
nature are valued by their educational environment.  
 The findings of this study also highlight the need to expand modes of 
communication for students. The study’s participants often revealed different parts of 
their identity in different social spaces. The findings suggest that teachers should be 
aware of the power of multimodal literate practices and the use of online spaces for 
students when employing a critical literacy curriculum. According to Lewsion, Leland, 
and Harste (2008), “Becoming critically literate means building the identity of a person 
who does some things and not others. It comes about as a result of trying on what is like 
to be a certain kind of person in a certain kind of social space,” (p.89). By implementing 
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a critical literacy curriculum in a social space, like a blog, I observed how students 
constantly negotiated their identities by becoming active agents in facilitating 
discussions, offering opinions and different level of perspectives, and reconstructing the 
narratives of immigrant children found in texts and in society through their discussions 
online. Therefore, teachers need to reconstruct how students respond to literature. The 
findings and the topics brought forth by students during the discussions showcase how 
particular identities and knowledge may not be brought forth in normal written reader’s 
response modes of communication and day-to-day interactions within classrooms.  
In light of the present findings, it necessary to discuss what the results of this 
study mean for education policy and immigration policy. Of particular concern for 
literacy educators is how children make meaning from literature. More importantly, 
politicians, the media, and society are concerned with how students in our schools can 
complete globally. The nature of obtaining global competition with other nations is 
ascribed to how well students score on standardized assessments. Through these methods 
we only see what students know through their interaction with a test in one moment in 
time. However, a true depiction or picture of students’ abilities can be ascertained by 
looking at their interactions and dialogue with one another about topics in which they 
hold expert knowledge. Moreover, we can see the ways they make strong and valid 
conclusions on policies and practices they affect their daily lives. The findings from this 
study showcase that young children are capable of critically reflecting on information 
provided within texts and their experiences. Together, students’ transactions with texts 
inform their meaning making and their interactions with peers. With knowledge that 
classrooms are occupied with culturally and linguistically diverse students, education 
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policies that suggest reductionist curriculums and take away teachers’ professional 
judgment are often reducing the incidence of global competition among our nations’ 
youth. To use a curriculum such as critical literacy that allows students to engage in 
critical conversations, we are helping them become more confident in their worlds and 
classrooms. Moreover, the implementation of a blog in this study revealed the need for 
schools and classrooms to engage students in democratic practices. The initiatives and 
reforms of Washington call for students to compete globally; however, Washington often 
supports narrowed curriculums for students most deserving or in need. The findings of 
this study reveal that students can become proficient in these practices when they are 
given the opportunity. If the space and tools are provided, all children have the capacity 
to become prepared for 21
st
 century literacies.  
 As much as the findings shed light on the education arena, it also speaks to the 
large debate occurring over immigration reform across the nation and Washington today. 
President Obama has outlined a four-part proposal which he believes will fix the broken 
system of immigration. This plan includes continuing to strengthen border security, 
streamlining legal immigration, earned citizenship, and cracking down on employers 
hiring undocumented workers (Washington.gov, 2013). Although the President and some 
of his constituents appear to acknowledge the problems occurring with our current 
system, the debate still exist among political parties. The results of this study reveal that 
families and children are greatly impacted by the separation of a broken system. 
Moreover, children’s complex knowledge of the process of obtaining legal authorization 
or the importance of carrying “papers” sends a message to children of U.S. citizenship 
that their parents are constantly under suspicion. Some states immigration measures 
184 
 
 
which give police the authority to check for identification of individuals under suspicion 
of not having documentation is reminiscent of the era in Nazi Germany when Jews were 
required to carry papers. The debate can no longer linger on as children’s academic and 
social-emotional performances in our schools suffer. As Jesus shared during 
conversations and with me that his mother became a single parent because of his father’s 
deportation and Maria shared her emotional struggle with her mother leaving mid way 
through the year each year to spend time with her father in Mexico . I highly suggest to 
legislators to work diligently and united to pass the current bill H.R. 15 (Immigration 
Policy Center, 2013). 
Limitations 
I will now turn to a brief discussion of the limitations of this study which may 
have affected the findings. The first limitation of the study is the inability to generalize 
the findings of this study to a larger population. In understanding that I wanted to capture 
the essence of using a critical literacy curriculum to engage in critical discussions around 
the social issue of immigration, only a small number of participants, my classroom, 
would be able to be examined. In recognizing the study’s limitation in its inability to 
interpret findings to other context, I triangulated data sources and consulted my doctoral 
peers for re-readings of my data. A second limitation of the present study involves my 
role as both the teacher and researcher. In my role as researcher, it became very difficult 
at times trying to manage data collection with my role as the teacher. For example, in 
observing students, it was often difficult to write in my journal when students needed 
attention in other areas. Therefore, I often had to write field data during alternate time 
points throughout the day. This may have increased the incidence of me not capturing all 
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observable data at the moment of occurrence. For this reason, I used digital recorders 
and/or a I-pad to capture conversations occurring throughout the classroom. A third 
limitation involves access to technology within the classroom and at home for students. 
At the time of the study, the classroom had four student computers, three of which 
worked consistently. Students had to alternate in using the computer to engage in 
discussions on the blog. Moreover, I had fewer students during the 2012-2013 school 
year who had a working home computer and/or internet service. Therefore, I noticed 
fewer discussions by students after school hours. In order to provide as much equitable 
access to the blog, students were permitted to use the computer anytime before, during, 
and after school.  
Future Directions 
The present study developed from a specific need to examine how the use of 
critical multicultural literature with third grade Latino/a students may help them make 
sense of the issue of immigration. Although the study provided two curricular spaces for 
students to engage in dialogue and complex discussions, future studies need to examine 
how other modalities can be used with Latino/a students. For example, digital storytelling 
can be another means by which children of immigrants can share their experiences. Such 
studies can explore how digital storytelling can provide a powerful means for forming 
and representing an agentive self (Hull & Katz , 2006). Secondly, the current study may 
be replicated with different participants to see their perspectives on the topic of 
immigration. The literature selected for this study was primarily selected due to the 
nature of the issue under study and its ability to evoke critical conversations. However, 
researchers must be mindful that with different groups come different issues of concern. 
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In additional to examining individuals understanding of policies, future studies are 
needed on parents understanding of immigration policies through the use of critical 
multicultural literature. In the initial planning stages of my study, I desired to engage 
parents in discussions with students by holding family literature circles during the 
evening. I believed it would be fascinating to hear perspectives on literature and 
immigration policies from parents and children. Future work may look at how using 
powerful theoretical lenses such as critical race theory (Taylor, 2009) can capture and 
privilege the voices of families who are often “othered” by society. Finally, future 
research may examine young Latino/a’s awareness of race relations. Race was an 
apparent discussion during this study; however, it was not the focus of this study. Future 
studies may examine how young students from immigrant backgrounds understand how 
race informs immigrant families’ reception in communities and schools.  
In thinking of the current trajectory of students in this study, a future study may 
examine longitudinally how my focal participants’ literacy achievement and success in 
school are impacted by immigration policies. As recently as two weeks before our 
Christmas break, I was notified by Maria, who is now in fourth grade, that her parents 
and she decided that Maria would go with her mother and sister to join her father in 
Mexico to live. In the past, Maria would join her mother during the summer months and 
return during the Fall to attend school; however, after years of separation anxiety her 
mother finally agreed to allow her to come live in Mexico. She told me not to worry 
because she would come back to attend school in our town after three years. In thinking 
of Maria’s academic struggles in reading in English and lack of proficiency in Spanish 
and Mexican culture, I think of how her new “transnational experience” (Kier Lopez, 
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2007), her identity and experiences in moving back and forth between the U.S. and 
Mexico may impact Maria. I suspect that future studies should center on how changes in 
policies may affect the individual lives of transnational students such as Maria. 
According to Sanchez (2001), more attention is needed to the negotiations and shifts that 
shape the identity of transnational students since they are members of multiple 
communities. Although my concerns are warranted as Maria’s former teacher, research 
indicates that transnational students are some of the most adaptive individuals (Trueba, 
2002).  
Concluding Remarks 
The policies that surround immigration reform rarely encompass the voices of the 
young children who are grappling with the issue. The discussion around children of 
immigrants often centers on undocumented youths’ challenges to obtain entrance into 
colleges and universities after K–12. Although drastically important, the children of 
immigrants who are citizens of the U.S. are being displaced by the current policies at the 
state and national level. 
As an educator and junior scholar looking to engage in a discussion on how social justice 
and critical literacy can empower and engage diverse learners, I first embarked on this 
study to give a voice to the students who often walk voiceless among the halls of 
elementary schools. This study is a means by which to understand the knowledge that 
these youth bring to classrooms so that educators, families, and legislators may help 
children deal with their daily lives and see why this immigration reform is needed. I am 
indebted to my students and families who opened up their lives to me and gave me the 
opportunity to use my classroom and this study as a “vehicle for emancipation”. 
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APPENDIXES 
APPENDIX A 
Child Interview Questions 
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1. Tell me about the books you read? 
2. Tell me something you remember the most from the books? Tell me about any 
connections you were able to make? 
3. Tell me how the text reminded you of anything going on in your life? 
4. Tell me about anything you believe was missing from the books that people 
coming from a new country feel and experience? 
5. Tell me why you think children should read books like this in schools? 
6. Tell me how these books were helpful to you? 
7. Tell me how these books were helpful to your reading?  
8. Tell me how these books were helpful to your writing? 
9. What is something you remember the most from blogging? Why? 
10. Tell me why you think children should blog about their reading? 
11. Tell me about anything you learned from your classmates after blogging? 
12. Tell me how blogging help you with issues that are happening with your family? 
13. Were there anything you talked about in the blog that you never spoke about with 
your family and friends? Why? 
 
 
 
 
 
APPENDIX B 
Description of Multimodal Literacy Practices 
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Multimodal Literate 
Practices 
Description Example 
Reader’s Response 
Journal entries 
A written record of 
students’ feelings, 
responses, and 
reactions to text in 
reader’s response 
journals.  
 
Kidblog.org postings A written response 
to a teacher 
constructed prompt 
based on children’s 
literature and/or 
media 
 
Visual responses A written response 
to a illustration from 
children’s literature 
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Sketch to stretch A visual portrayal to 
display a literary 
understanding 
 
Documentaries A media clip of a 
nonfictional 
character or 
information  
 
Read-aloud 
discussions 
Whole group oral 
discussions of 
selected children’s 
literature. A picture 
book of appropriate 
book is read while 
teacher 
intermittently stops 
to question students 
and allow students 
to ask clarifying 
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questions and 
provide responses. 
Ms. Tores’ 
classroom visit 
A oral retelling by 
classroom visitor, 
Ms. Tores’, of her 
life as a migrant 
worker 
 
Jesus’ father letter to 
class 
A oral retelling of 
by Jesus’s father of 
being deported to 
Mexico 
 
 
 
 
 
 
APPENDIX C  
Blog Prompts 
1. In Harvesting Hope: The Story of Cesar Chavez we read how Cesar worked to 
receive equal rights for migrant workers. What did you learn by reading this story 
about Cesar Chavez’s life and the way he used social action? 
2. Emma Tenayuca – That’s Not Fair! – Look at the Video and tell me what you think, 
feel, and question. 
3. In That’s Not Fair! Emma’s grandfather says “Sometimes things are not fair. But 
still, each one of us can usually do something about it, even if it’s just a little thing.” 
What injustices (unfair things) do you see in our world that you would like to change? 
4. What did you think about the documentary “The Debate on Child Farm Labor”? 
5. Ms. Tores’ Visit-Ms. Tores shared with us her personal story of being a migrant 
worker and how she used social action to fight for what was fair. What did you think? 
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6. In the book My Diary from Here to There, Amada (main character) is sad when her 
father leaves her family in Mexico to find work and get “papers” so they can all live 
in the U.S. What did you think of the book? Did the father make a good choice about 
leaving his family? 
7. Yesterday, we read Let’s Go Papa! Compare (similar) and contrast (different) Let’s 
Go See Papa and My Diary from Here to There. 
8. In Waiting for Papa, Beto’s father has to remain in El Salvador because he has no 
papers to travel to the U.S. How do you think children like Beto are affected when 
this happens? What advice would you give Beto’s family from your own 
experiences? 
9. In America Is Her Name, America’s father says that “no matter what we do, we don’t 
belong”. How do we see this being true in the text, other text we’ve read, and the real 
world? Or is it not true, what do you think? 
10. Yesterday, Jesus shared his father’s story of deportation. What surprised you about 
his story? What do you think of his story? 
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